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Abstract
This research was a descriptive cross-site case study of organizational structures
of public workforce education institutions in the states ofFlorida, Georgia, and
Kentucky. Organizational structures in public workforce education institutions can be
found in four basic designs: technical centers, technical colleges, community colleges,
and community and technical colleges. The purpose of this study was to investigate the
concept of organizational structure in terms of the operation and effectiveness of
workforce education institutions by studying four workforce institutions operating under
differing arrangements.
This study investigated the following research questions:
1. Does organizational structure influence specific outcome factors for and between
selected workforce education institutions?
2. Does organizational structure influence the processes and operations of workforce
education institutions as reflected through a comparative policy analysis of the
selected workforce education institutions?
The study was conducted as a cross-site analysis of case studies of the selected
schools to develop justified patterns of successful factors among schools. Data were
collected during semi-structured interviews by audiotape recording and then transcribed.
After making site visits to each school both qualitative interview data and quantitative
program and institutional data were used for analysis of factors and characteristics that
were linked to success by the school. Upon the completion of the four case studies, a
comparative analysis was performed to discover the relationships among the participating
schools through their commonalities and differences.

xiii
Each of these organizational structures provided evidence of the production of
successful graduates from their workforce programs. Although differences existed in the
student completion rates and enrollment to completion ratio for the selected schools,
every school had effectively placed their students in training-related jobs after program
completion. As opposed to the individual institutions, the four organizational structures
are a reflection of equifinality in that each structure is organized, governed, funded, and
operated differently, and yet they each produce graduates who can successfully occupy
technical career positions in the workforce.
These schools have successfully developed the ability to be organizationally
adaptable in order to sustain their existence. The study discovered that organizational
structure may not be the central factor to determine the success or failure of an institution.
But organizational structure should not be ignored for it does appear that institutions
devoted only to workforce goals have a history of greater student completion. The study
also produced the following six recommended practices for inclusion in all organizational
structures. Public workforce institutions should have a dedicated local governing board;
state level governance; integral participation in the state's economic development effort;
precise program delivery processes; required strategic planning; and a supportive state
legislature educated about the needs of workforce education.

1

Chapter 1
Introduction and Background
A commonly recognized goal of public education in the United States is the
preparation of the student to become a successful member of the workforce in order to
support his or her needs as well as the needs of the public. The early history of public
education in the country revealed most vocational training as a part of the home life and
then the public school system, usually at the grammar school level. Later, improvement
and enhancement of these state-developed systems began to include postsecondary
vocational programs and schools. The goal of achieving workforce competence has
resulted in the development and creation of many public workforce education institutions
throughout the country. Over many years, the individual institutions have been designed
and redesigned to meet the needs of the locales in which they reside. Due to the fact that
public education in the United States is the responsibility of individual states, these
schools are generally part of a system that is specific to the needs of that particular state.
Postsecondary vocational education has emerged as a new system of workforce
development education according to Grubb (2001). For the last three decades,
postsecondary vocational education has tended to be narrowly defined as specific
occupational skill preparation with no uniform system of workforce education among
states or localities. However, some commonalities are emerging. The providers of
postsecondary vocational education, mostly community colleges and technical institutes,
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are the only educational units that participate in both academic education and workforce
development. It is the goal of community colleges and/or technical institutes to become
integral to the workforce development of their geographic area.
Unlike most public schools, the.implied nature of workforce education institutions
in the United States is that these educational entities will be flexible and malleable in
their presentation of education as appropriate for the current and future workforce. These
institutions have been undergoing a fairly constant state of adjustment and change
throughout their history but particularly in the last three decades. While program and
curricular adjustments are a necessity in workforce education, overall changes in the
fundamental structure of the schools would not seem to be an expected consequence of
existence. However, a review of the status of these schools has revealed that governance
and organizational structure change have indeed become a reality for many workforce
institutions.
In recent years, there has been a trend nationwide to restructure the delivery of
workforce education -- also referred to as vocational or career and technical education -in different locations. Throughout the United States, many public educational institutions
are involved in the delivery of workforce education. Of these institutions, there are
varying types of governance structures to administer these programs within differing
organizational structures. Though it can be argued that other educational institutions,
including four-year colleges and universities, provide training for students to take their
place in the workforce, these institutions do not include workforce education as a major
component of their mission statements. Therefore, the most common organizational
structures of these public workforce education institutions are technical centers or
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institutes, technical colleges, comprehensive community colleges, and combination
community and technical colleges. The adjustments of workforce education institutions
may be seen as a reflection of changes in the workforce itself. Over the years, these
changes simply meant that instructional programs were changed, updated, eliminated, or
added as necessary to meet the needs of the community. However, in recent years the
acceptable level(s) of training and education necessary for success in the workforce has
been reevaluated by business and industry. Diploma, certification, and degree
requirements have been redefined to industry standards that are higher than what existed
in the past. Workers prepared for jobs with only a high school diploma have discovered
that the availability of jobs has significantly decreased. Careers which previously
required certificate-level preparation often now require degrees. Positions that previously
required degrees for employment now often require higher levels of degrees in order to
qualify for the same position.
As workforce education institutions have endeavored to continue training
appropriately for their community, each state system and/or school has been forced to
consider whether all the changes of the workforce can be met through the educational
systems and structures of their past or present. As described later in the literature review
ofthis paper, several states have undergone wholesale revisions in the structure oftheir
workforce education institutions. However, important questions however still remain:
what is the future of public workforce education institutions in the United States? Is there
any justification or statistical validation for one particular style of organization over
another? If there is a preferred organizational structure, is there a logical development of
workforce education institutions to attain that structure?
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This study was designed to increase understanding of the workforce education
systems currently in place. This research investigated four specific institutions to gain
knowledge of specific effects created by distinct organizational structures at the school
level in both outcome measures and operations.
For instance, the current workforce education system ofFlorida consists of two
separate systems funded through the state legislature. Florida Statutes Chapter 1001
presents the governance structure for K-20 education in the state of Florida with specific
reference to community colleges in F.S. 1001.61 to 1001.65 and the establishment of
career centers to be governed by district school boards in F.S. 1001.44. Twenty-eight
community colleges are governed by local boards of trustees appointed by the governor
and are authorized to provide workforce education in addition to academic programs. F.S.
1004.65 to 1004.85 defines the mission, responsibilities and degrees as legislated for
community colleges. Separately authorized and described in F. S. 1004.91 to 1004.98, all
of the 67 school districts administer some form of workforce education either in area
vocational-technical centers or as separate programs governed by elected school boards.
Three exceptions to the school district governance pattern are two district technical
institutes that are charter schools governed by their own boards of directors while
sponsored by the elected school board, and one charter technical institute governed by a
combined board representing the local community college and two elected school boards.
Charter career technical centers are authorized through F. S. 1002.34. The legal basis for
Florida workforce education is quite extensive in Florida Statute, and includes key
legislation in F. S. 1007 to describe the areas of articulation and access as well as F.S.
1001.80 to 1001.801 for funding for workforce education and F.S. 1011.81 to 1011.86 for
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funding for community colleges (Florida Statute, 2004). Enrollments through these two
organizational systems for the 2002-2003 school year totaled 104,249 students in
postsecondary adult-vocational and community college certificate programs and 90,271
students in community college credit programs (Florida Department of Education, 2004).
It can be debated that workforce education is also delivered within the four-year

university system; however, the university-level training is funded through the university
system apart from the formal workforce education funding.
Other states organize differently for workforce education. Similar to Florida, local
control and governance of institutions in Oklahoma is considered central to the success of
the schools and their programs (Reese, 2001). An official name change ofthe state
program was legislatively mandated and created the "CareerTech" system consisting of
54 campuses, 29 school systems, and 29 boards of education. This system is designed as
the economic development arm of the Oklahoma public education system and a main
component for the economic success of a community.
The Georgia Department of Technical and Adult Education reported the
registration of over 1.8 million students since 1985 through its technical colleges,
associated university technical divisions, and other services with enrollment for the 20022003 school year of280,082 total students made up of 126,584 students in noncredit
courses and 153,444 students in certificate, diploma, or degree programs. The Georgia
workforce education system consists of a statewide network including a system of 34
technical colleges, 18 satellite campuses as well as technical programs at four university
system institutions. The total funding available to the Georgia Department of Technical
and Adult Education for fiscal year 2003 was $493,801,527 including funds from state
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allocation, federal funding, and other sources. This system was redesigned after many
years as a system of technical institutes and is authorized through the Georgia General
Assembly in Georgia Code Section 20-4-1 through 20-4-47 (Georgia Code, 2004). The
Georgia unified system is designed to provide technical education, customized business
and industry training and adult education for all adult Georgians and corporate citizens.
Specific parts of the code specify the governance of the system, such as Code Section 204-10 through 20-4-13 which establishes and defines the State Board of Technical and
Adult Education with its responsibilities. Code Section 20-4-14 establishes the Georgia
Department of Technical and Adult Education and its role in governing the technical
colleges. This system acts as a part of a seamless education process for Georgia in which
students can transfer credits efficiently as they advance from secondary schools to
technical colleges and to the university system (Georgia Department of Technical and
Adult Education, 2004).
In May 1997, the Kentucky Postsecondary Educational Improvement Act of 1997
was signed into law to create the Kentucky Community and Technical College System
(KCTCS) in the belief that this step would provide the state's businesses and industries
with a more competitive edge in a global economy. This legislation, which became
Kentucky Revised Statutes (KRS) 164.310, combined 15 technical colleges and 13
community colleges under one state-level governing board to become the ninth institution
of higher education in Kentucky. This legislation transferred the community colleges
from the management of the University of Kentucky to the KCTCS and the technical
institutions from the management of state government to KCTCS. A board of regents of
14 members governs the Kentucky Community and Technical College system. The
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KCTCS adopted the philosophy that consolidation with single accreditation of
community and technical colleges serving the same geographic locations would produce
more efficient education for the citizens of Kentucky (Kentucky Revised Statutes, 2005).
The KCTCS has a mission to "improve the quality of life and employability of the
citizens of the Commonwealth by serving as the primary provider of certificate, diploma,
technical degree, associate degree, and transfer programs, workforce training to meet the
needs of existing and new businesses and industries, remedial and continuing education,
short-term, customized training for business and industry, adult education, and associated
services" (Kentucky Community and Technical College System, 2005).
The KCTCS reported an enrollment of nearly 68,000 students in credit courses
and 180,000 students in workforce training, continuing education, employee assessments,
and adult education. The KCTCS has a budget of approximately $569 million for the
2004-2005 fiscal year (Kentucky Community and Technical College System, 2005).
In an effort to create more understanding of the workforce education systems
currently in place, this study specifically examined the comparisons between four
workforce education schools: two in Florida, one in Georgia, and one in Kentucky. This
study aimed to explore theories that relate the success of such institutions, including
outcome measures revealed by the study, to the organizational structure of their
workforce education institutions. The study also compared the policies of each of the
institutions for similarities and differences.
Decisions regarding the organizational design and governance of public
workforce education institutions are politically driven topics and have been argued in
many state legislatures. It should be helpful to these policy makers to have some basis on
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which to make such far-reaching decisions. Research could provide guidance to policy
makers if there is a significant relationship between institutions, programs, and students
and specific factors at currently successful schools. This information could result in
assistance in redesigning systems with the benefit of a logical prediction of success.
The conceptual framework providing the basis for the study was derived from
literature concerning the history of workforce education in the United States, the
structures of successful state systems of workforce education, effective instructional
methods for workforce education, and a review of policy of workforce education. The
conceptual framework was intended to build a model of a successful workforce education
institution based on the common factors found in existing schools.
A descriptive cross-case analysis research design was used to provide a picture of
the workforce education programs in specific schools in Florida, Georgia, and Kentucky.
Through the qualitative use of interviews with quantitative data from the selected
schools, the study examined the relationship between specific organizational structures
and the effectiveness of these schools as defined through outcome measures.
Statement ofPurpose
The purpose of this study was to investigate the concept of organizational
structure in terms of the operation and effectiveness of workforce education institutions
by studying four workforce institutions operating under differing arrangements. The
study explored the similarities and differences between workforce education institutions
with differing organizational structures and further tried to understand if these similarities
and differences could be attributed to the structures. Governance and organizational
structure for workforce education institutions vary considerably throughout the United
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States at local levels; however, there seem to be four basic organizational configurations:
(a) technical centers/institutes, (b) technical colleges, (c) community colleges, and (d)
combined community and technical colleges. This study compared selected public
workforce education institutions in the states of Florida, Georgia, and Kentucky. The
basis for choosing these particular states was due to the fact that the four basic
organizational configurations were represented within these three states.
The results of this study will be made available to state-level policy makers in the
state of Florida, who are currently considering options for their schools and programs,
and in any other state that desires the information to assist them in defining their public
workforce education institutions.

Research Questions
In an effort to determine whether the organizational structure of workforce
education institutions makes a difference to the effective operation and achievement of
adequate levels of measured specific outcomes of these schools, this study investigated
the following research questions:
1. Does organizational structure influence specific outcome factors for and between
selected workforce education institutions?
2. Does organizational structure influence the processes and operations of workforce
education institutions as reflected through a comparative policy analysis of the
selected workforce education institutions?
This study addressed the research questions from both qualitative and quantitative
methodology. By interviewing selected institutional personnel and community
stakeholders, a broad range of affected participants revealed their perceptions of the
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factors contributing to the success of these institutions. The sub research questions
involved both qualitative and quantitative analyses of the data available from each
institution in order to examine the comparisons between institutions.
This study proposed to explore the following areas: (a) workforce education
institutions and outcome measures that may be related to success; (b) the existence of
common or differing factors revealed among the selected workforce education
institutions in Florida, Georgia, and Kentucky; and (c) the similarity or differences
among policies guiding or governing each institution.

Definition ofTerms
Public workforce education institutions are postsecondary public schools that
deliver training to adult students to prepare them to enter or advance in the workforce.
These institutions carry various titles; this study will address technical centers or
institutes, technical colleges, and community colleges.
Technical institutes or centers are public workforce education institutions that
deliver workforce or career training programs primarily through certificate or diplomalevel completion, but do not offer college degrees.
Technical colleges are public workforce education institutions that deliver
workforce or career training programs from certificate through associate degree levels of
completion.
Community colleges are two-year colleges that may have dual missions to deliver
both workforce training as well as academic two-year degrees through associate degree
levels of completion.
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Community and technical colleges are two-year colleges that have established
dual missions to deliver both workforce training as well as academic two-year degrees
through associate degree levels of completion.
Career academies are generally defined as "schools-within-schools" in the
secondary level of education. These are program or career-specific learning communities
where all the enrolled high school students are involved in the same career goal, though
often at different levels of expected completion. These students are exclusively enrolled
in both academic and career courses for their needs and not mixed with students from
other career areas.
Occupational high schools and occupational magnets are secondary schools with
the primary mission of producing high school graduates with specific occupational skills.
However, these differ from career academies in that students of varying career goals may
share enrollment in various academic courses.
Outcome measures are defined as factors which demonstrate the output of actions
by the institution as a result of the instruction provided and include components from
school and student level to include the following examples.
School/institution outcome measures include items such as fiscal solvency,
sufficient student enrollment, sufficient program delivery, partnerships in the community,
accreditation and certification maintenance, and state approval.
Student outcome measures include individuals who complete the training
programs or specified completion points of the programs and are successfully placed or
advanced in the workplace.
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Successful placement of students is defined as job attainment for completed
students within the specific program area of training. In various locations, this placement
is also recorded in terms of the salary level received by the student and/or the length of
time the student remains in this employment.
Accountability could be defined by a number of factors including quality of
training programs, standards of business, responsiveness to perceived needs, outcomes
for federal grants/programs, job placement of student completers, student retention, cost
effectiveness of programs and institutions, or outcomes of state-wide systems.
Governance structure is the legally prescribed method of governing the
educational institution to include statutory authority, governing entity, and legally
controlling factors.
For the purposes of this study, organizational structure is defined as the holistic
reference to the mode or format chosen for the business operation of the workforce
education institution as described by technical center/institute, technical college,
community college, and community and technical college.
Significance of the Research
This study was conducted to increase the knowledge base related to workforce
education institutions and to possibly help decision makers make more informed
decisions about workforce education institutions. Once common factors related to success
are identified, current institutions may consider the inclusion or adoption of these factors.
The current situation in many states allows public workforce education institutions to
operate in a variety of circumstances and/or structures. Some states dictate one method of
governance or organizational structure while others such as Florida have multiple distinct
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types of acceptable governance or organization. This inconsistency may be contributing
or leading to a number of unintended outcomes such as inefficiency in the use of public
resources, the maintenance of marginally effective programs, the existence of
nonproductive competition between institutions, or inconsistent preparation of the
workforce. Research is needed to determine the reality of the situation and assist the
legislative bodies that hold the authority to specify policy, governance, organizational
structure and other common factors leading to institutional and student success.
Summary

Public workforce education institutions are designed to provide a successful
workforce in the United States. This study was conducted to better understand the
educational systems of Florida, Georgia, and Kentucky with emphasis on their
organizational structures. The results provided a valuable extension of knowledge and
understanding of the current systems as well as recommendations for future practice and
further research. Chapter 2 will provide a review of the literature regarding workforce
education in American schools. Chapter 3 will provide the methodology of the study. The
research data will be presented in Chapter 4. The findings of the data will be discussed in
Chapter 5, concluding with recommendations for practice in workforce institutional
systems, recommendations for further research and the conclusion of the study.

14

Chapter 2
Literature Review of Workforce Education in American Schools
The public education of American students throughout history has been an effort
to prepare students for their future within the American culture. Over time, education has
adjusted to the needs of the citizenry that has supported it. However, while the primary
goal of education is often debated, a few goals consistently appear to be recognized as
legitimate endeavors for American schools. One belief often espoused is that education
should prepare the student to become a productive and contributing citizen in this society.
Another purpose of education has been directed at the preparation of students for college
and further education. As society and the family unit have changed, so also has the role of
public education. Schools have become the surrogate family unit for many students who
either live in a dysfunctional family or have no family at all. Another often recognized
goal of public education is the preparation of the student to become a successful member
of the workforce. It is this goal with its variations that is being considered within this
review of literature.
The purpose of this review is an examination of the literature concerning the
treatment directed by American education over time at students who are vocationally or
technically oriented in their goals. This review was developed in five sections: (a) the
history of American public education with regards to workforce preparation, (b) the
varieties of curricular intents that have gained a popular emphasis within this educational
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field, (c) measures of program and institutional outcomes, (d) policy and governance of
educational institutions that have emerged in this educational workforce effort, and (e) a
conceptual framework to guide the work of this study and logically connect the sections
of the literature review. As this literature is reviewed and explored, the background
information necessary to address the research questions of this study will be developed.
Historical Perspectives of Worliforce Education

As is true in describing the history of any endeavor, there are numerous formats in
which to frame the development. Vocational education in the American curriculum from
1876 to 1946 was traced by Kliebard (1999) through periods of evolution of the
profession in specific locales around the country. When history is recognized as periods
of development in various locations of the country, overlap occurs frequently. In this
description, the beginnings of vocational training were referred to as manual training
from 1876 to 1905. This training began as a reaction to the decline of European-style
apprenticeships and the American emergence of factories. Students of this era were
trained primarily in the manual use of tools.
From 1895 to 1912, with the rise of industrial needs, training began to move from
manual training limited to tools to organized training for factory needs. In 1906, the
Commission on Industrial and Technical Education (Douglas Commission) in
Massachusetts began the application of scientific management principles to schools for
training purposes in meeting the needs of organized labor (Kliebard, 1999).
The economy ofMilwaukee boomed in the late 19th century, resulting in the
introduction of mechanical industries as a component of the K-12 school system. This
resulted in the development of manual training curriculum for more liberal and practical
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preparation. Kliebard (1999) reported that Milwaukee further developed its training
pro grams from 1907 to 191 7 by creating a trade school for boys, supported by the
Merchants and Manufacturers Association, and a trade school for girls supported mainly
from charitable contributions of women activists and female school administrators. This
city also began a continuation school for students no longer enrolled in traditional school
with the Milwaukee Vocational School (now the Milwaukee Area Technical College).
The period from 1908 to 1919 was an era when vocationalism was viewed as an
educational ideal. During this time frame, the Smith-Hughes Act of 1917, the first major
legislation to affect the field, established federal support for vocational education with
specific guidelines to be met by the states in order to receive funds. This emphasis on
vocationalism indicated that all educational programs should be justified on the basis of
specific vocational value or be eliminated from the schools. An interesting consequence
of the Smith-Hughes Act was that this was the beginning of the instructionally segregated
system that has become the American system of vocational versus academic instruction
(Kliebard, 1999; Lozada, 1999b).
The emergence of a stronger business culture after World War I from 1920 to
1929led to more enrollments in programs as supported by the Smith-Hughes Act. During
this period, the demands of the workplace and the well-being of society had become
merged in the thinking of Americans. What was seen as important to vocational
education was seen as important to all of education.
The last time frame addressed by Kliebard (1999) was 1929 to 1946. The author
viewed this as a time when vocational education served well as a job-training mechanism
for national defense issues. However, President Roosevelt did not support the role of the
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federal government as a financier of education. He initiated a movement establishing
nonpublic or for-profit programs that became competitors of traditional public vocational
programs.
Major factors influencing the development of vocational education were
presented in varying degrees of importance by other authors. World War II had a major
impact on technical schools in that the U.S. Congress appropriated funds to train nearly
twelve million men and women for war production work. In addition, the G. I. Bill of
Rights (1944) would eventually send nearly eight million veterans to college. An
amendment to the George-Barden Act of 1946 served to raise emphasis on health
occupations, with a particular directive at vocational education for practical nursing. This
was the beginning of increased awareness of career opportunities for women (Lozada,
1999b). The Vocational Education Act of 1963 established recognition of the training
needs of students with disabilities. This legislation provided that the special vocational
education needs of youth, especially those from economically depressed areas, or with
academic, socioeconomic or other handicaps, must be addressed by public schools. This
Act represented the first time that the government took the position that vocational
education should be addressed from the basis of the needs of the individual student as
opposed to the needs of business and industry. The Civil Rights Act was passed into law
a year later, which strengthened the accommodation of students with disabilities in
vocational education (Gordon, 2003).
The Education Amendments Act of 1976 required the initiation of the National
Assessment of Vocational Education (NAVE). The results ofNAVE showed that
legislation intended to promote vocational education had failed to do so in an effective
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manner. Funds failed to reach intended programs, efforts to help disadvantaged students
had in fact caused their segregation from other students and led them to dead end jobs,
program improvement funds had been used for other purposes, and little effort was
uncovered to reduce sex stereotyping (Lozada, 1999b).
The negative findings ofNAVE led to the passage of the Carl D. Perkins
Vocational Education Act of 1984. This law was intended to modernize vocational
education programs. It also was designed to meet the needs of disadvantaged,
handicapped, nontraditional students, adults in need of training or retraining, single
parents, individuals with limited proficiency in English and incarcerated individuals in
gaining access to high-quality training programs.
With the release of A Nation at Risk in 1983 from the U.S. Department of
Education's National Commission on Excellence in Education concerning the status of
American education in comparison with other countries around the world, education in
the United States was heavily criticized for its failure to keep pace with the rest of the
world. As a result of additional emphasis being placed on academic education, credits
earned in career and technical education declined by 17% during the late 1980s (Lozada,
1999b).
In reauthorizing the Perkins Act in 1990, Congress supported the addition of an
educational reform known as Tech Prep. Tech Prep was designed to integrate academic
and technical courses and programs as well as require articulation agreements between
secondary and postsecondary programs in order to produce a seamless and complete
education. The Perkins Act was reauthorized in 1994 and 1998 for continued support of
career and technical education inclusive of Tech Prep (Lozada, 1999b).
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The School-to-Work Opportunities Act was passed in 1994 in an effort to increase
the connection between education and the businesses and industries of America. Though
this legislation was removed from current law, its effect has continued through ongoing
programs. Those effects were built through such efforts as articulation between various
levels of educational programs, career academies within high schools, and magnet
schools within technical emphasis.
The Workforce Investment Act became law in 1998 in an attempt to build a
national workforce preparation system. The act was designed to meet the needs of the
nation's businesses as well as job seekers. It was not designed directly for the educational
system although it affects the schools through the distribution of federal funding.
As the U. S. economy has evolved over the last few decades from a time of
gradual, steady growth with predictability to the current situation of rapidly growing,
often unpredictable economics, career and technical training demands enormous
flexibility and restructuring. This fluid economic situation serves as the basis for the
structure of career and technical education to continue to evolve and define its roles and
functions in the United States (Rojewski, 2002).

Curriculum Reform: "The New Vocationalism"
Career and technical education, also known as vocational education, in the public
education systems of the United States is reflected in the history previously discussed. It
is apparent however that the economic development of the country has necessitated a new
or at least adapted approach to the training of the American populace. Another factor that
has resulted in restructuring the educational system is the national movement toward
accountability in education. As these two issues collide, workforce education must be
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adjusted to accommodate these realities. A series of educational reform movements
emerged during the later part of the last century, identified by various titles and program
descriptions. These include School-to-Work, Tech Prep, traditional vocational education,
and High Schools That Work (HSTW), among others.
W. Norton Grubb (1996) identified his vision of the future of the workforce
education field as "The New Vocationalism". Originally, Grubb listed five strands of the
New Vocationalism, each following a significant report, legislation, or national
realization of need for change. After A Nation at Risk was published in 1983, the first of
Grubb's strands was issued as a response with a proposed dedication of the field to the
new basics (core academics plus computer science). The second strand followed the U.S.
Secretary ofLabor's Commission on Achieving Necessary Skills (SCANS) report in

1992. This strand directed education to consider the needs of the workplace to include the
basic skills, thinking skills, as well as personal qualities such as responsibility,
sociability, integrity, and others for required inclusion in American education .. The third
strand focused more on the redesign of traditional vocational education into broader
occupational preparation, with better connection to academic content, and more
accommodation of goals other than immediate employment. This strand was supported
by the 1990 Amendments to the Carl Perkins Act, federal legislation for the support of
vocational-technical education. The fourth strand was based on the federal School-toWork legislation and concentrated on integration of academic and vocational education
within the secondary level and articulated to at least one year of postsecondary education.
The fifth and final strand has emerged as a result of the other four and incorporates a
restructuring of the traditional high school. In includes the movement to career
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academies, clustering of occupational areas within schools and occupational high schools
and magnet schools.
One of the reforms developed in 1985 by the Southern Region Education Board
(SREB) was High Schools That Work (HSTW). This program was designed with a
primary goal of improving the reading, mathematics, science, technical, and problemsolving abilities ofvocational students. In order to review the effects of participating in a
HSTW program on agricultural education students in the areas of reading, mathematics,
and science, a study was conducted of students in North Carolina (Flowers, 2000). The
findings of this study concluded that the agricultural students involved in the HSTW
curriculum improved their reading ability even though they did not meet the goals of the
SREB for reading and were below the scores of their vocational counterparts at other
HSTW sites. In mathematics, the agricultural students were performing below SREB
expectations but exceeded the performance of their vocational counterparts. In science,
the agricultural students were also performing below SREB expectations but exceeded
the performance of their vocational counterparts. However, in the area oflife sciences,
the agricultural students exceeded the performance of the college preparatory students.
The recommendation of the study was that HSTW has demonstrated the potential to
shrink the differences in the performance of agricultural and college preparation students
and therefore should be continued or implemented. It should be noted however that this
study was relatively limited in its sample and designation of one vocational area
(Flowers).
The new vocationalism programs (also referred to as education through
occupations) have tried to find a workable integration of academic and vocational content
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to help students achieve competence in both areas. These programs generally follow four
practices. The first is to teach general occupational competences rather than concentrate
exclusively on specific job skills to prepare the student for a life-long learning approach
(Grubb, 1997). Second, these programs integrate academic and occupational content. The
third consistent practice is the development of new institutional structures. Specifically,
the use of career academies and schools-within-schools are proposed as appropriate for
the integration of academic and occupational training for high school students.
Occupational high schools or occupational magnet high schools are also appropriate for
the preparation oftoday's student (Grubb, 1997). The fourth practice is the adoption of
school-to-work elements, which may include (a) school-based learning, (b) work-based
learning, (c) clearly articulated programs between secondary and postsecondary
education creating seamless movement from one to the other, (d) the use of applied
teaching methods, and (e) team-teaching strategies.
One concern regarding the school-to-work initiative is the lack of research
addressing causal factors connecting the activities of the initiative to the student outcome
of successful job placement. In one study in Michigan, interviews were used to identify
and obtain measures and existing studies regarding the effectiveness ofthe program.
After analyzing the measures and studies, the results revealed that little empirical
evidence was available to create any conclusions. A strong recommendation from this
study was that government bodies responsible for legislative initiatives should require
and fund rigorous evaluation as a part of future legislation (Neumark & Allen, 2003).
One example oflong-term evaluation of career programs was evident in a six-year
longitudinal study conducted by Griffith and Wade (2001) on the relationship ofhigh
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school career education to postsecondary employment and college performance. A
comparison was made between the employment outcomes and college performance of
graduates of career programs to the employment outcomes and college performances of
non-program graduates. These program graduates completed a specific sequence of high
school courses that prepared them for entry-level jobs in specific occupations; they had
received at least one semester of supervised work placement, as well as course content
for jobs in chosen occupational fields. Data were recorded from the quarterly earnings of
people who worked in the state (Maryland) from the third quarter of 1993 through the
third quarter of 1999. College performance data were derived from annual college
enrollment data including students' first-year grade point average, the highest degree
earned, year of degree, type of degree, and the need for math or English remediation.
The data were analyzed using a multivariate analysis of variance test of
differences to determine that the graduates from career programs and non-career
programs were significantly different in a number of areas. The career graduates were
more likely to be African American or Hispanic, more likely to have participated in Free
and Reduced Meal and English for Speakers of Other Languages programs. The career
graduates were also less likely to have completed Algebra I, had taken fewer honors
courses, and had earned lower grade point averages and SAT scores. The results
indicated that the career graduates worked more overall and more continuously during the
six-year period than the non-career graduates. The career graduates also received higher
earnings in spite of demographic differences indicated earlier. The career graduates
performed nearly the same as the non-career graduates in college outcomes, including the
number of years to receive degrees, the percentage of graduates who earned degrees, the
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first-year grade point average, and the percentage of students enrolled in remedial
education. One of the limitations of this study was that the only graduates included were
those who were either employed or enrolled in college in state. Despite that limitation,
the conclusion of this study was that school-to-work transition programs demonstrated by
these career graduates produced positive outcomes for the students (Griffith & Wade,
2001).
Tech Prep became a major educational reform in the United States after its
inclusion in the Perkins Act of 1990 with accompanying funding. The evaluation of the
Tech Prep movement and its influence on postsecondary workforce education appears to
consistently point to the potential for stronger articulation between levels of education
and seamless movement for students. However, there is little conclusive evidence of the
actual success of the programs. The nature of Tech Prep requires customization of the
program to the specific locale. Such local program development makes it difficult to
generalize from a single evaluation or research project. The Tech Prep initiative does
present the potential of a national effort of educational reform in redefining educational
priorities toward more integrated and articulated education but only if the effort carries an
attractive funding mechanism (Orr, 1998; Pucel & Sundre, 1999; Ruhland, 2003).
In an effort to determine the extent to which Tech Prep programs were actually
being implemented and monitored in the state of Minnesota, a qualitative study was
completed (Pucel & Sundre, 1999). The findings of this study revealed that the Tech Prep
administrators and instructors interviewed understood the intent and required elements of
their programs and the required articulation agreements between secondary and
postsecondary programs. However, it appeared that little attention had been paid to the
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monitoring of the articulation agreements. The postsecondary interviewees indicated that
because there was no funding available for postsecondary education, adjustments to
curriculum resulting from this initiative must occur in the funded secondary level. Tech
Prep students who moved from secondary to postsecondary programs apparently had no
more advantage in the postsecondary program than students who did not complete the
Tech Prep program. The articulation agreements had no formal procedure to ensure
compliance by the postsecondary institution. This study serves as a reminder that whether
or not a program is effective in its implementation, the follow-through of monitoring
must not be lost to ensure the benefits are provided to the students (Pucel & Sundre).
While Grubb and others placed the importance of future development of
workforce education on the relationship between secondary and postsecondary programs
created through Tech Prep initiatives, some authors such as Bragg (1997) contended that
the postsecondary level of vocational education will be what determines the real future of
the discipline. Bragg expressed concern that if Grubb's new vocationalism is applied to
postsecondary programs in the same form as secondary, the postsecondary courses will
become too generalized and weak. The programs at the postsecondary level must be more
defined and inclusive of specific content. The strength of many two-year colleges
(community, junior, or technical) is the vocational curriculum and not the academic. The
need for articulation of programs between all levels, secondary to two-year colleges as
well as two-year colleges to four-year colleges, should be increasingly emphasized. Any
programs not requiring these articulations should be phased out. Community colleges do
not fit the traditional collegiate ideal of academic knowledge for the sake of knowledge
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and are moving further from that ideal due to the fastest-growing segment of higher
education- community college workforce education programs (Hagedorn, 1999).
As colleges recognize this growth area, it has become increasingly important that
for postsecondary programs to be relevant to students the institution must have the ability
to successfully integrate academic and workforce curriculum. In the past, many
postsecondary institutions have maintained intentionally separate divisions for academic
and workforce education. Many institutions have worked to establish integration between
these two educational areas. This issue has been at the center of the Tech Prep and
School-to-Work initiatives and has received increasing attention at the postsecondary
level (Bragg, 1997; Bragg & Reger, 2000; Brewer, 1998; Grubb, 2001)
A mixed-methods study was conducted to investigate the nature and
implementation of academic and occupational integration in Illinois community colleges,
the third largest system of community colleges in the United States (Bragg & Reger,
2000). The study used surveys, document reviews and personal interviews as the primary
data collection methods. Content analysis was performed on documents returned with the
surveys to identify coded categories of major goals, definitions, policies and practices.
Results from these analyses were used to frame interview questions for selected college
representatives. Telephone interviews were conducted with a purposive sample of 20
community college representatives based on the extent to which they had implemented
one or more of the integrated models. The results of this study revealed that 38 of the 49
community colleges offered academic courses specifically tailored and integrated for
occupational students. The majority of these courses were locally developed and not
transferable to a four-year institution. The stated implications for policy included the
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need to recognize that current political and organizational structures separate the liberal
arts for transfer programs from vocational-technical education for work programs. Only
by bringing these together can the gap between the two be closed (Bragg & Reger).
One study of the Wisconsin Technical College system measured the attitudes and
curricular value placed on integration of academic and vocational education (Brewer,
1998). The study was conducted through survey methodology with a researcherdeveloped questionnaire administered to three groups of stakeholders: college
administrators, general education faculty, and occupational faculty. A sample of 500 was
selected from the Wisconsin Technical College personnel directory for 1994-95. The
author made a decision to equalize the sample group into subgroups of75 through
random number selection. These subgroups were communication skills faculty, social
science faculty, business faculty, human services faculty, and industrial-technologies
faculty. The results revealed varying attitudes and values among the stakeholder groups.
The study resulted in a recommendation for the development of a policy statement for the
Wisconsin Technical College System as to (a) the importance, role and purpose of
general education in the context of occupational education, (b) the role and purpose of
curricular integration, (c) recommendations for technical college faculty preparation, and
(d) the changing role of faculty in restructured organizations (Brewer). The Brewer study
serves to demonstrate that even in areas where integration may be actively in use, the
attitudes of those affected vary greatly along with the value that is placed on the effort.
The literature describes postsecondary vocational education and its emergence in
the last three decades as a new system of workforce development education with the
following generalizations: (a) postsecondary vocational education has tended to be
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narrowly defined as specific occupational skill preparation, (b) states and localities have
not shared a uniform system, and yet (c) some commonalities have emerged (Grubb,
2001 ). The providers of postsecondary vocational education, mostly community colleges
and technical institutes, are the only educational units that actively participate in both the
performance of education and workforce development of the community. In some
locations, community colleges and/or technical institutes have become integral to the
workforce development of their geographic area. However, in other locations these
schools are not taking an active role in their community and may therefore be a detriment
to the effectiveness of the entire system. In order to develop a successful system of
workforce education, community colleges and technical institutes must be willing to
integrate academic and vocational content with the skills defined by workplace
businesses and industries. Community colleges and technical institutes should play a
crucial role as bridges between mainstream educational systems and the workforce using
short-term training programs, remedial courses, and customized training (Grubb, 2001).
Over time the workforce education systems have adjusted to the demands around
them. For postsecondary workforce programs to be successful, they must build on the
successes of secondary programs and develop systems ofintegration, articulation, and
cooperation (Grubb, 2001; Kirst & Venezia, 2001).
Community colleges and technical institutions must become an integral part of
their communities in order to be successful in providing workforce education programs
for the future. The concept of new vocationalism is the building of partnerships and
collaborations with all community interests such as business and industry, public schools,
colleges and universities, and community agencies. No longer can community colleges or
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technical institutions operate independently of the community they serve. This
collaboration is seen as a primary strategy to develop a higher quality, better-prepared
workforce. The result of these partnerships should gain resources and expertise for the
workforce programs as well as reduce potential duplication of programs through
collaboration with all educational partners (Grubb, 2001; Orr, 2001).
The isolationism of the K-12 education system from higher education has been
rooted deeply in the history of American education because there have been few
incentives for either segment to interact with the other. This lack of interaction has
resulted in impeding successful transitions of students from one level of education to the
other (Kirst & Venezia, 2001).
Some authors contend that occupational education on the postsecondary level is
on the wane. Declining enrollment numbers in programs nationwide may be
representative of problems with the programs that are failing to meet the needs ofthe
students and communities they serve. Vocational education should be a significant
segment of the modem community college and technical institution to meet the needs of
graduating high school seniors who are in search of a career, returning older students who
need specific skill training and the constant upgrading of business and industry training
needs. However, some workforce education leaders have failed to recognize these needs
and have not redesigned programs. Unless this occurs, the face of vocational education
may belong to the business/industry world with the job-training agencies providing the
short-term specific training required by federal law or the needs of the business.
There are bright spots within the vocational arena, however, as in the success of
allied health and nursing programs meeting the needs of both students and employers.
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Many programs of the "new vocationalism"- those designed as an integration of
academic and vocational training that are specifically preparing students for high-wage,
high-skill jobs- have demonstrated great success. While many of these programs are
expensive to maintain and drain funds from traditional courses, they are the programs of
success and need to be nurtured while nonproductive traditional programs are phased out.
The main problems facing postsecondary occupational education are (a) the need
to maintain current content within ever-advancing program areas, (b) the need to
maintain administrative and faculty currency, and (c) the need to meet the demands of
accountability measures. Short-term steps toward a solution include concentration on
local labor market needs, limiting the programs offered, inclusion of critical-thinking
competencies, integration of communication and math skills in courses to prepare the
student for extended studies to include advanced degrees, the creation of career pathways
to permit students to advance to a four-year degree, and a clear separation of secondary
and postsecondary occupational education to give each clarity of mission (Jacobs, 2001).
Other authors have predicted a more optimistic view for the future of career and
technical education by citing the data from many of the same reports as those which
resulted in the pessimistic views stated previously. Interpretations of data vary from
author to author. National data collected by the American Association of Community
Colleges shows rising enrollment in the areas of information technology, allied health,
and business. The increased need for more training causes an increased need to expand
partnership opportunities with business, industry, and community agencies. The
community college must mirror the community and concentrate on local needs (Lozada,
1999a). The importance of community college career programs was reflected in
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information from Transition from Initial Education to Working Life in the United States
ofAmerica, a report issued by the National Center for Postsecondary Improvement. One
of the points of the report found the vocationalization of higher education in that students
are choosing programs that lead to vocational and professional degrees while academic
majors pursuing learning for learning's sake were disappearing (Zemsky, 1998).
These education professionals have each developed their ideas and theories
concerning the future of workforce education in the United States, particularly on th~
postsecondary level through the study of history as well as the current needs of the
business and industry. It appears that the new vocationalism as endorsed by most of these
writers creates an environment for the development of an enriched system of
collaboration and partnerships to prepare the workforce of the United States.
A review of the educational reforms and initiatives that have affected workforce
education include some specific nationwide initiatives such as High Schools That Work
(HSTW), School-to-Work, and Tech Prep. Each of these reforms has demonstrated some
measure of success as revealed through previously cited research. It is of interest to note
that there is considerable overlap in the components and areas of emphasis within these
programs. Components included in each of the reforms include integration of academic
and occupational curriculum, new institutional structures, articulation between secondary
and postsecondary education, partnerships and collaboration (particularly with business
and industry), and eliminating the isolationism ofK-12 from higher education. These
components may be fundamental elements of successful workforce education in America.
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Accountability Through Outcome Measures
As has been stated in any number of reform initiative reports, a key element of
successful schools in America is accountability. This accountability includes several
components such as student achievement, fiscal responsibility, professional educator
accountability, and administrative accountability. Accountability is also an issue at all
levels of educational consideration and legislation: federal, state, and local.
In an effort to define accountability at its various levels, it is necessary to review
what is accepted as success concerning the workforce education institution and what data
equate to success for the students. This accountability could conceivably be defined by
any number of factors, including quality of training programs, standards of business,
responsiveness to perceived needs, outcomes for federal grants/programs, job placement
of student completers, student retention, cost effectiveness of programs and institutions,
or mechanisms/outcomes of state wide systems.
Several studies were conducted to help develop an instrument to measure the
performance of workforce education programs. Research was designed by Johnson
(2000) to develop a self-audit tool for use by community colleges to benchmark their
performance in workforce education. Rubrics were developed to explain the range of
performance possible in each of the critical success factors. A modified Delphi process
was employed to establish a consensus of college administrators in Texas to verify the
self-audit tool was appropriate and comprehensive for the assessment of a college's
performance. The tool was designed for use in continuous process improvement
activities. The findings suggested that the tool might be generalized to gather data from
groups of colleges that voluntarily participate (Johnson).
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Ethnographic interviews served as the basis for another research study with an
outcome to develop an evaluation system to reliably assess the effectiveness of the
training programs in two-year community colleges in Kentucky, Tennessee, and
Michigan (Stocker, 1998). The focus ofthe interviews was on the methodology used by
professionals in identifying and prioritizing industrial training needs as well as the
development of the infrastructure for a training program. This study produced
suggestions for further research to reveal different methods of determining industrial
training needs, along with methods of program evaluation and knowledge retention as
well as instructor compensation. A field study by Shellito (1998) of the Alexandria
Technical College's performance in the program review process provided further
information. Shellito compared successful and unsuccessful programs in a formal, statemandated review showing strengths and weaknesses in the review process. This study
was conducted as a case study. The findings of this study, particularly the identified
weaknesses of the process, were made available to the policy makers for the next
adoption of criteria for measuring accountability and efficiency (Shellito).
These studies, while valuable as attempts to determine a method of evaluating
workforce education programs, appear to be limited in applicability to the locales in
which they have been developed or mandated through legislative action. It is difficult to
generalize beyond the specific sites studied although in some cases generalization to
other programs or schools in the same state may be logical and sound.
Workforce education professionals may find merit in using evaluations developed
by business and industry. These methods refer to an organization's success in terms of its
effectiveness by combining a positive financial status with more traditionally defined
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educational measures. These measures are proposed as student satisfaction, learning
proficiency, application skills, and program effectiveness (Boyle & Crosby, 1997).
Another method of evaluation and accountability was designed at the federal level
within the Carl D. Perkins Vocational and Applied Technology Education Act of 1990
(Perkins II). The measurement criteria included the development of specific outcomes to
be measured in each state: (a) student gains or attainment of academic, occupational or
generic work skills; (b) retention and completion of students in secondary or
postsecondary workforce education programs; (c) placement of students in employment,
further education, or military service; and (d) other outcome areas to be determined by
individual states. Further, the Perkins legislation requires specific criteria be reported for
instructional practices and experiences: (a) integration of academic and vocational
education; (b) ability of the local recipient to meet the needs of special population
students; (c) assessment of workforce programs in schools with high concentrations of
poor or low-achieving students; (d) enrollment, retention, and completion rates of
students in nontraditional programs; (e) presence of sequential courses leading to both
academic and occupational competence; (f) articulation between secondary and
postsecondary institutions; (g) evidence of instruction and experience in all aspects of the
industry the student is preparing to enter; (h) relevance of individual programs to the
workplace; (i) ability of the curriculum, equipment, and instructional materials to meet
the demands of the workplace; G) reflection of current and future competencies to reflect
the hiring needs of employers; and (k) other instructional factors considered appropriate
by the state board. One of the key components of Perkins II is the emphasis on using
systematic outcome data as a program monitoring and improvement tool. The four
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features of Perkins II determined to be important to promote effective program
improvement include (a) coordination of separate components into a more integrated
system, (b) increase the use of performance measures and standards as a program
improvement tool, (c) clarify the requirements for measures and standards and improve
their technical quality, and (d) increase technical assistance provided by state and federal
agencies (Stecher & Hanser, 1995). The research necessary to design the Perkins system
involved nationwide data that enabled the quantitative development of measures
necessary to determine the validity and reliability of the process on a large scale.
A number of studies have been completed to measure the accountability and
success of programs on a statewide level. One study was completed to determine if the
community colleges ofNorth Texas were meeting the training needs of the business and
industry of their area (Strain, 2000). This study was conducted through the use of a series
of questionnaires. One questionnaire was administered to community college deans and
directors of workforce education. A second questionnaire was used with 303 employers
concerning training programs, services, and notable experiences with the community
colleges noted. Statistical results were evaluated to produce seven major findings: (a) of
the employers served 34.3% were in government/public service sector, 13.7%
industrial/manufacturing sector, and 11.4% professional service; (b) over 50% of the
businesses employed 25 or fewer employees; (c) 52% of employers reported that at least
half of their employees needed further training; (d) the primary reason for choosing
community colleges as the training provider was cost-effectiveness; (e) 83% of the
employers recommended the community college programs to other employers; (f)
employers reported that the community colleges were supplying training and classes as
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requested; and (g) the most serious limitation of the community college programs was the
lack of distance-learning programs. The conclusion suggested that the community
colleges were meeting the training needs of businesses served by them (Strain).
The expectations and accomplishments of the West Virginia community college
system between 1971 and 1979 were explored in another study (Gill, 1980). The purpose
ofthis study was to compare the development ofthe system to the 1971 State Plan for
Comprehensive Community College Education. The research was conducted in two
sections. The first produced statistical data such as student enrollment, degrees
conferred, operating revenues and others. The second section involved a series of
interviews with leaders in education and government during 1971 and 1979. The views
of the leaders were compared to the original goals of the state plan and its subsequent
development. These quantitative data were analyzed and compared to perceptions of
state leaders using a political systems model. The findings, similar to those in the Strain
study, show significant progress made in the provision of geographical and programmatic
access to community colleges in West Virginia. One recommendation of this study was
that closer cooperation between community colleges and area vocational technical
schools should become integral to the state's postsecondary education policy in the future
(Gill).
Other examples of accountability measures are available. The North Carolina
State Board of Community Colleges set performance standards for seven critical success
factors to determine institutional effectiveness (Gracie, 1998). The essential character of
Florida's performance-based funding for workforce education programs is emphasis on
the accountability measures of student outputs and outcomes. Combinations of measures
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that influence and balance the demands for high completion and graduation rates with
services to all types of students are essential characteristics of sound performance-based
funding (Pfeiffer, 1998). These examples demonstrate an increasing demand for
accountability measures to justify funding and approval of workforce education programs
throughout the United States.
Mechanisms for state-level accountability of public education exist and have been
reviewed for effectiveness in several states. Eight exemplary state models of
accountability, categorized into four groups, were analyzed for success and applicability
to other states. The four groups based on the entity in charge of the accountability activity
were (a) the legislative oversight committee model, (b) the executive branch model, (c)
the partnership model, and (d) the third-party model. While no ranking was assigned to
the mechanisms, five essential components for a successful state-level accountability
mechanism were derived from the work to include (a) empowerment of the mechanism
by state government, (b) assigned primary mission of monitoring, (c) independence from
implementers, (d) strong relationships with both policy leaders and leaders outside of the
government, and (e) a communication plan for providing the findings of the mechanism
to multiple constituencies (Wohlstetter, 1991).
Accountability measures recorded here demonstrate national educational reform
movements to force accountability from the educational systems of the United States at
federal, state, and local levels. These accountability reforms are responsible for penalty
measures when not achieved successfully. The correlating effect may be reflected in
increases or decreases in funding for systems, schools, and programs.

38
Educational Policy of Workforce Education Institutions
The following section of this review of literature concerns the educational policy
ofworkforce education institutions. Educational policy covers many aspects of the
operation of an institution, including organizational structure, governance, and the
economics of workforce education to include accountability models and measures and
funding models. This review is necessary as a basis for investigating the research
questions of this study regarding the comparisons between four workforce education
institutions in Florida, Georgia, and Kentucky.
The literature reviewed was developed during approximately the last two decades.
While it is important to use the most recent data concerning structure and success, it is
also a fact that changes occur at a fairly slow pace in education. Therefore, much of the
literature reviewed demonstrates changes that have been in the process of occurring over
the last two decades. A popular concept during the last 20 years has grown to be a policy
of seamless education from prekindergarten through university level. The effort to bury
old issues of "turfism" in favor of developing comprehensive educational systems to
benefit all students, businesses, industries, and schools appears to be acceptable to many
groups. Many reports and studies during this time frame have called for significant
reforms that specify this reorganization (Lewis, 2004, Lynch, 2003; Lyon, 1994).
Another issue contributing to changes in American education policy was the
demographic disparity within the country. The composition of America has changed
considerably in the last 25 years. As the baby boomer generation has continued to age
and approach retirement, its interest in education has steadily declined. The country is
also considerably more diverse in terms of cultural populations as compared to 20 years
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ago. As multiculturalism increases, the political powers of various cultural groups will
likely result in demands for policy changes in education.
Shifts in the ideology of policy makers have also caused significant changes in
American educational policy. Concern has transferred from equality in education to
issues of excellence, accountability, and choice. Wirt and Kirst (200 1) advanced reasons
for shifting policy changes in American education with the growth of state influence over
education as opposed to the long-standing strength oflocal school district control. These
authors reflected on the authority of the federal government in assigning administration
of federal projects and funding to the states as opposed to the local school districts.
Federal administrations since the 1950s have given state governments and departments of
education increasing control oflocal educational activities. In addition, the state role in
financing education with attached requirements for educational accountability, increased
standards, and increased programs for students with special needs result in increased state
control of education.
Reviewed literature was primarily restricted to postsecondary institutions offering
workforce education. Literature was summarized in the following defined areas of policy:
organizational structure, governance, and the economics of workforce education.
Organizational Structure
After researching the topic of organizational structures of workforce education
institutions and interviewing the executive director of the Council of Occupational
Education to obtain information on institutions in all 50 states, the following four
organizational structures were the commonly used structures: technical centers
(institutes), technical colleges, community colleges, and combined community and
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technical colleges. Table 1 illustrates some of the similarities and differences between
these organizational structures
Table 1.
Comparison of Organizational Structures
Organizational Structures
Components

Degrees Granted
Workforce
Mission

Community
College
System
(Florida)
AA,AS,
AAS
Secondary
mission

Academic Mission

Primary
mission

Transferable
programs
Length of
Programs

AS,AA
1-2 years

Technical
Center System
(Florida)
None

Technical
College
System
(Georgia)
AAT

Community and
Technical College
System
(Kentucky)
AA,AS

Core mission of
institution

Core mission
of institution

Half of dual
mission statement

Academic
secondary to
workforce
Articulated
credits
1-4 years*

Academic
secondary to
workforce
Articulated
credits
1-4 years*

Half of dual
mission statement
AS,AA
1-2 years

Note: AA =Associate of Arts, AAS =Associate of Applied Science, AAT =Associate of
Applied Technology, AS =Associate of Science

Several states have changed the organizational structure of their workforce
institutions in recent years. In a study conducted by the Georgia Governor's Education
Reform Study Commission (1999), researchers used a descriptive design to examine the
conditions of Georgia and other states concerning the coordination and cooperation
between two-year colleges and technical institutes. The analysis of the data collected
resulted in findings in organizational structure, sharing of resources, and transfer of
credit. The structure findings addressed the decision-making process at the two-year
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colleges and technical institutes and the governance stmcture of each. The study
proposed three mutually exclusive alternatives to the alignment of the two-year colleges
and institutes: (a) complete merger of two-year colleges and technical institutions, (b)
partial merger of two-year colleges and technical institutes, and (c) reorganization of
technical institutes into technical colleges with strengthened ties with two-year colleges.
The accepted recommendation was the third one. This reorganization was designed to
make University System two-year colleges and the Division of Vocational and Adult
Education technical institutes full partners in a statewide effort to provide a seamless
system. The restmcture, authorized by the state legislature, created the Department of
Technical and Adult Education to govern a technical college system. Since 1999, the
technical institutes in Georgia have completed the transition to technical college status.
Governance

Cooper, Fusarelli, and Randall (2004) described governance as government in
action. Wirt and Kirst (2001) discussed governance as the process of resolving group
conflict by creating and administering public policy. Perhaps governance is simply the
compilation of formal actions taken to allow the coordinated and controlled
implementation of a system. The control of schools and educational decisions belongs to
those who hold the power to do so by means oflegislatively bestowed governance.
Governance issues in education concentrate on the content of what is taught and the
determination of who has access to that education. Governance has been developed in
various formats from the centralization of governance in the hands of one or a very few
individuals to the other end of the spectmm where governance resides in the hands of
many such as teachers, parents, or other interested persons (Cooper, etal., 2004). In a
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discussion of governance among institutions that deliver workforce education, a wide
range of governance structures exists. From the state-level boards of several community
and technical college systems to the local boards (both elected and appointed) of
technical institutes and community colleges, the governance systems of these institutions
are reviewed here.
Since the late 1980s, policy trends in American education reflect increasing
influence among the federal government, state governments, private business,
foundations, educational unions, and special interest groups with decreasing influence of
local school boards, superintendents, and local central administration. Before the 1980s
American education occupied a generally respected role in society and was granted an
assumption of fundamental legitimacy. Suggestions for change were presented with
respect to American educators with the assumption that, as the experts, the educators
would make the correct adjustments. Since the 1980s the federal government, state
government, private businesses, foundations, educational unions, and special interest
groups have been taking an increasingly prominent role in educational governance
(Fowler, 2000; Wirt & Kirst, 2001)
Fowler (2000) reported that during the Reagan administration major changes
occurred in the image and role of education in America. The bases for these changes were
complex and multidimensional. Perhaps the largest effect was caused by changing
economic conditions both nationally and worldwide. A 30-year period of economic
growth ended in the mid 1970s. The crisis of a slow economy resulted in low tax
movements and rebellions. Education, as one of the largest recipients of tax funding,
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became a target of criticism in regard to effective use of the taxpayers' dollars. Increasing
criticism resulted in the loss of governance control at the local level.
Statewide workforce education systems have been described and studied through
various efforts. As previously discussed in the introduction of this paper, in Oklahoma,
local control of institutions is seen as central to the success of the schools and their
programs consisting of 54 campuses, 29 school systems, and 29 boards of education.
This system is designed as the economic development arm of the Oklahoma public
education system and a main component of the economic success of a community (Reese,
2001).
In an interview, Lieutenant Governor Joe Maxwell of Missouri described a
statewide network of vocational-technical training centers that operate in conjunction
with the state's university and community college systems. Lieutenant Governor
Maxwell argued that the state cannot succeed without the development of a skilled
workforce by expanding the opportunities in technical and vocational training for all
ages. Missouri has a combination of institutions that provide workforce education with
varying organizational structures: area vocational-technical schools, community colleges
for vocational education, Linn State Technical College, and the Mexico facility that is a
collaboration of the university, community college and area vocational-technical schools
for statewide technical training (Rasmussen, 2001).
A study from 1981 (Henson) examined the perceptions of selected educational
leaders relative to the desired governance structure for Alabama's public two-year
institutions. The state had 43 public two-year institutions that included 22 technical
colleges, 15 junior colleges, and 6 community colleges. All 43 institutions had the same
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governing structure from the Alabama State Board of Education through the authority of
the Alabama State Legislature. This study used a researcher-developed instrument. The
results reported the subjects' perceptions of governance in four areas: (a) perception of
acceptable state level governance, (b) control of the two-year institutions and their
funding, (c) the power vested at the state level in policy control of the two-year
institutions, and (d) statements relative to the establishment and control of two-year
institutions. The findings of this study revealed that among selected subjects a single
state-level system of governance for all two-year institutions was the desired structure for
Alabama although there was not agreement as to precisely what that structure should be
(Henson).
In interviews I conducted during October 2003, Dr. Edward Meadows, President
of Lurleen B. Wallace Community College in Andalusia, Alabama, discussed the
ongoing consolidation of Alabama two-year schools over the last two decades (E.
Meadows, personal communication, October, 2003). Since the time of the Henson study,
most of the technical colleges and junior colleges have been consolidated with
community colleges. The resulting state system currently contains 4 technical colleges
and 24 consolidated community colleges, demonstrating the accuracy of the findings of
the Henson study. Meadows stated that the former single-purpose institutions are not as
effective for student access as comprehensive community colleges with both missions.
By providing multiple campuses with joint missions, the state ensures that students are
provided access to both academic and technical training. The long-term goal for Alabama
is clearly that the State College System will consolidate to the point that the system will
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consist of large community colleges with multiple campuses and dual academic and
technical missions.
The state of Louisiana reorganized their community and technical colleges in
1998. The Board of Supervisors ofthe Louisiana Community and Technical College
System operates with workforce development as a primary goal. The Board governs 42
technical college campuses and 6 community colleges (Georgia Governor's Education
Reform Study Commission, 1999).
In May 1997, the Kentucky Postsecondary Educational Improvement Act of 1997
was signed into law to create the Kentucky Community and Technical College System
(KCTCS) to provide the state's businesses and industries with a more competitive edge in
competing in a global economy. This legislation combined 15 technical colleges and 13
community colleges under one state-level governing board to become the ninth entity of
higher education in Kentucky. This legislation transferred the community colleges from
the University of Kentucky to the KCTCS and the technical institutions from the state
government to KCTCS. A board of regents of 14 members governs the Kentucky
Community and Technical College system. The KCTCS adopted the philosophy that
consolidation of community and technical colleges serving the same geographic locations
would produce more efficient education for the citizens of Kentucky (Kentucky
Community and Technical College System, 2005).
The postsecondary workforce education system of Florida consists of a dual
system with 28 community colleges each governed by a local board of trustees appointed
by the governor and 60 of the 67 school districts conducting workforce education
programs or technical centers governed by elected school boards (Pfeiffer, 1998).
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This review of institutional governance systems as described previously has
revealed similarities, differences, and ongoing restructuring effmis for workforce
education. States such as Kentucky, Louisiana, and Alabama operate single state-level
systems that govern both community colleges and technical colleges. The Georgia
governance structure is a system of technical colleges with two-year academic colleges
included in the university system. Missouri and Florida are examples of states that
combine multiple governance structures in delivering workforce education; some schools
with local school district control others with state-level governance. Oklahoma operates
its workforce system as a component oflocal school districts without state-level
governance.
In contrast to the relatively recent growth of American workforce education, a
comparative study of the dual vocational training systems in Germany following the
reunification of East and West Germany demonstrates the long history of European
workforce training and the contrasting German system of governance and control
(Schmidt, 1998). Schmidt compared the long-standing system of traditional vocational
training programs sponsored and funded by companies to the newer governmentsponsored and -funded vocational training programs. Schmidt centered on indicators of
training satisfaction, economic outcomes for students, and job satisfaction for students.
The study was a quantitative analysis of two existing data sets. The researcher found no
significant differences in training or job satisfaction; however, economic outcomes were
higher among participants of the traditional company-based training. These results
reflected the long-standing German tradition of higher value being placed on training that
is directly supported by the company (Schmidt).
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Although it would appear that studying the effects of varying governance
structures would be intuitively worthwhile, a study conducted by Renchler (2000)
explained why public school governance is increasingly a subject of study. The
researcher attempted to identify the accountable party for results in current governance
structures and described recent proposals for changing governance structures. A
literature and policy review was used to explore the changing patterns of school
governance throughout the United States and at varying levels of education. The findings
documented that past education reforms concentrated on the state or school level,
ignoring the school board or district office. The researcher credited the November 1999
publication Governing America's Schools: Changing the Rules from the National
Commission on Governing America's Schools as the catalyst for renewed studies of this
type. An interesting point of his work that was extremely relevant to this review
concerns the fact that there was little quantitative evidence that governance structures
affect student academic achievement. In reviewing the literature Renchler' s was the only
study found that even mentioned the comparison of these two variables. People seem
willing to experiment with governing structures in the hope that a different structure will
result in higher student performance. Further findings of the Renchler study included
descriptions of the accountable parties usually as the superintendent or school board.
Recommendations included assigning day-to-day operations to the superintendent and
policy-making power to the school board for them to function as a unified leadership
team.
Governing America's Schools: Changing the Rules as a catalyst for governance
studies reflects recommendations by the National Commission on Governing America's
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Schools, an initiative funded by the Joyce Foundation. This study was performed in
reaction to two decades of educational reform activities that have altered American
education. The publication referred to research over the last 20 years that described key
elements of successful schools as those clearly focused on academic learning, safe and
orderly, demonstrating high teacher standards, using collegial decision making, providing
supportive professional environments, established partnerships with parents and the
community, and required accountability for student performance. The report also stated
that governance is what controls education due to its role in assignment of responsibility
and accountability. The Commission's study report concluded by recommending two
approaches to governance systems for states and districts based on the data showing a
relationship between governance systems and educational results. The two systems were
(a) a system of publicly funded, authorized and publicly operated schools and (b) a
system of publicly funded and authorized but independently operated schools (Education
Commission of the States, 1999). While this study was directed at the traditional
kindergarten through 12th grade school, it is of value to include the results for the
generalization to postsecondary public education institutions as well.
The Economics of Worliforce Education
Funding of workforce programs is an issue that differs in policy and practice from
state to state and at times within states. The economic impact of workforce institutions on
the communities served has been evaluated in a number of areas (Brooks & Miller, 2001;
Pennington, Pittman, & Hurley, 2001; Tsang, 1999).
Funding for workforce education in Florida was allocated from a performancebased formula for both community colleges and technical centers resulting from 1996
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state legislation. The fmmula for student outcomes and measures was developed to
reward institutions with the largest numbers of student completers and the highest levels
of job placement after completion. The formula also required student fees to be collected
to cover at least 25% of the cost of programs (Pfeiffer, 1998).
Funding for Georgia technical colleges involves a state allocation of funding
legislated annually in three categories: personal services (personnel costs), operating
funds, and capital expenditures. These allocations are based on student enrollment only.
In addition, Georgia funds the Hope Grant and Hope Scholarship programs through its
state lottery which provide the opportunity for Georgia residents to attend the technical
colleges free of charge and provides additional fees to the colleges (E. Harris, personal
communication, October, 2004).
The North Carolina system of community colleges began in 1963. Community
college leaders had stated that no other public educational institution plays a more
significant role in influencing community economic development at both the local and
state levels than community colleges. Pennington, Pittman, and Hurley (2001) conducted
a study to determine if the above statement could be statistically supported. The intent of
the study was directed at whether the presence of a community college in a community
has a stimulating effect on the general business climate of a county. The research
centered on trends in communities with community colleges as compared to those
without community colleges from 1940 to 1990. This study was conducted with
delimiters of the elimination of direct economic costs (e.g., faculty salaries and direct
college purchasing) from study consideration. The researchers found that the presence of
a community college could be associated with as much as 8% to 11% of economic
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development in a county as represented by retail sales. However, the study did not reveal
any differences between counties for family income, high school graduation rates,
employment levels, or the county's educational level.
A similar research effort to determine the economic impact ofWalker Technical
Institute in Georgia on its community was conducted by Brooks and Miller (2001).
Unlike the previous study, this research focused on the direct impact of the school on its
community. This study had two purposes, first to reveal the economic impact of this
particular school, and secondly, to serve as a pilot for the use of the particular
measurement tool used - the Caffrey and Isaacs economic impact model. The study
reviewed the fiscal years 1985 through 1994. During this time, Walker Technical Institute
showed a gain in student enrollment of 77% while receiving a state appropriation
increase of only 46% over the same years. It was also noted that in 1992, the state system
had a reduction of $11 million dollars in the middle of the year due to a shortfall in state
revenues while the system grew by 25,000 students during the same year. The results of
the study revealed that Walker had significant economic impact on its community,
estimated at over $11 million for the 1994-1995 fiscal year. This impact was determined
by an analysis of the impact ofthe school on individuals in three ways: number oflocal
jobs attributed to the school, personal income of local individuals based on school
employment, and jobs purchased with income derived from the school. The authors noted
that this economic impact model is for short-term impact only. The model fails to account
for results caused by the education of students, increased earnings of graduates, increased
taxes paid by graduates, or the value of the school to the community for the purpose of
recruiting business and industry. Therefore, the researchers believed that these results are
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conservative at best in proving the value of an institution such as Walker to its
community (Brooks & Miller).
In a quantitative study to compare the costs of vocational education to that of
academic education in twenty different countries, it was demonstrated that the unit-cost
ratio for vocational and technical training as compared to academic for recurrent cost per
student ranged from 1.14 to 3.52, with one outlying variable of7.20 in Honduras (Tsang,
1999). The wide variance was attributed to significant differences in schools in the
different countries. The conclusions drawn by the study were that vocational schools,
particularly technical schools, are more expensive to operate than academic schools. The
high cost of vocational and technical education was determined to be attributable to (a)
the cost of technology needed for training, (b) teacher costs, (c) length of training
programs, (d) extent of wasted materials necessitated by training programs and high level
of student withdrawal prior to completion, (e) underutilization of training programs, and
(f) scale of operation. Policy implications indicated by this study incorporate attention on
retention of students, greater student enrollment and use of available programs, conscious
use of economy of scale in implementing and administering programs, and more cost
control in terms of training methods, teaching staff, and length of programs. The study
conclusion also made note of the fact that cost reduction implemented at the expense of
program quality does not improve the efficiency of training for the students (Tsang).
As public funding resources become increasingly limited, a model of contract
education may be the answer for counterbalancing fiscal and other problems. The
traditional collegiate ideal of academic education for the sake of academic attainment is
inappropriate for workforce education programs and should not be their goal. Contract
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education provides programs through customized services for local businesses and
industries. This system allows the students to learn in actual or closely simulated real
work experiences while providing needed financial support to the educational institution.
Similarly, by working cooperatively in contracted programs to meet the needs of business
and industry in a direct manner, the community colleges hold positions of prominence in
economic and workforce development activities. The changing roles of community
colleges are inclusive of management and technical assistance for businesses, economic
development, and contract or customized training for industries (Hirshberg, 1991).
While the issue of contract education does not specifically address the issue of
total school funding but rather the financial stability of specific workforce education
programs within the institution, it seems to imply that the survival of the schools may be
dependent on contracted education provided for business and industry. The resultant
outcome may be interpreted as a loss of control to the needs of the business community,
but this is not fully explored through available research.
Although not as extensive as state-level funding, significant funding is also made
available to workforce education through federal grants and programs. Funding from the
Carl D. Perkins Vocational and Technical Education Act provides funding to both
secondary and postsecondary programs in several specified categories with specific
outcomes and measures to be accomplished in each area. Federal Pell grants provide
significant financial aid to low-income students for their use in postsecondary education.
The Workforce Investment Act was created to assist students in youth and adult job
training. Federal funding, while not serving as a primary source of operating capital for
most workforce education institutions, often provides the primary source of funds
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available for innovation and program improvement and therefore has occupied an
essential role in the development and improvement of workforce programs (Reese, 2002).
Conceptual Framework

As the history of vocational to career and technical to workforce education has
progressed in American education, the discipline has attempted to reposition itself for the
economic needs of the business and industry worlds it serves. Workforce education has
evolved from the needs of a world without factories to the technological needs of the
World Wide Web jobs of tomorrow.
As employment preparation needs have changed, curricular programs and
methods have been adjusted as well. Educational reforms through initiatives such as High
Schools that Work, School-to-Work, and Tech Prep have resulted in the concepts ofNew
Vocationalism. These efforts have been demonstrated in the increased use of instructional
methods such as integration of academic and occupational programs and curriculum,
more relevance and hands-on learning in education, and stronger articulation between
levels of education to create a seamless design for students to achieve their goals.
The political framework of the United States has evolved over time in its
relationship to public education. For years government officials at all levels treated
education and educators with respect and distance, believing that the professionals of the
field should have the control and decision-making authority to control the schools of this
country. In recent years, the emphasis of government has moved toward more
accountability from educators and more control by the government itself.
Accountability measures have become more stringent as the general populace and
government officials have continued to demand greater results from their public schools,
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including workforce institutions. Some states such as Florida have begun the process of
connecting funding allocations to performance measures. Such requirements indicate that
accountability demands are becoming more engrained and essential to education.
Policy makers have approached their responsibility in governing American
education by guiding the development of workforce education toward the factors
reviewed in this report. As a result of reviewing the ideas and proposals of professionals,
legislators have adopted the programs and initiatives as mandates. Workforce education
in America is in a state of flux, moving and flexing as needed to meet mandates, laws,
and the needs of the workforce.
Three alternative structures for workforce education were suggested in the
recommendations of a report of the Georgia Governor's Education Reform Study
Commission (1999). The first of these was the complete merger of two-year colleges and
technical institutes. The most obvious benefit of this merger would be the potential of a
reduction in existing duplication of staffing, programming, and facilities. According to
the report, the disadvantages would include a lack of clarity under which this option
could take place, namely some legal and state constitutional concerns. Another
disadvantage was described as this approach had led to a diminished role for technical
education in other states.
The second alternative was the partial merger of the two-year colleges and
technical institutes. This proposal would have involved a merger in eight cities where
both institutions existed. Once again, an advantage would be a potential for some cost
savings by elimination of duplication. Some credit transfer issues for students might also
be eased. The most severe disadvantage would be the confusion of mission in these
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institutions.
The third alternative was the reorganization of technical institutes into technical
colleges with strengthened ties to the two-year colleges. This alternative was designed to
recognize the uniqueness ofboth of Georgia's two systems of two-year institutions by
leaving each in place. The report listed the advantages of this alternative as improved
student mobility, better response to customer demand, improved public perceptions,
satisfaction of workforce needs, a seamless postsecondary educational system, and
utilization of each system's area of strength, technical education, or academic education.
The review of literature provides a framework for a study to examine the
interaction and influence of organizational structures on several outcome measures of
workforce education institutions. By using descriptive statistics with the data obtained, it
may be possible to illustrate common factors with some relationship to success to assist
leaders in making decisions with some level of confidence in the outcome. The present
study used the descriptive research of institution types as in the Georgia Governor's
Education Reform Study Commission (1999), Henson (1981), and Reese (2001) and
success data such as that provided by Johnson (2000), Stocker (1998), Boyle and Crosby
(1997), Strain (2000), and Pfeiffer (1998) as a basis to begin the revelation of common
factors among successful workforce education institutions of differing organizational
structures.
A conceptual framework to consider for the policy analysis of these schools was
in the work of Roach, Salisbury, and McGregor (2002). This framework was developed
through the Consortium on Inclusive Schooling Practices (CISP) as a guide for assistance
in developing, implementing, and measuring the capacity of state and local systems in

56
delivering inclusive education services. However, the six components of the framework
appear applicable to other fields of education. The six components included curriculum,
assessment, accountability, personnel training and development, funding, and
governance. The present study attempted to determine appropriate educational
components for workforce education institutions and compare those components at each
school. After further consideration of the needs of this study, the researcher chose seven
specific components to include in the conceptual framework for this study: governance,
mission statement, program delivery, instructional delivery methods, specific outcome
measures, articulation agreements, and strategic planning. These components are
illustrated through the concept map in Figure 1.
Figure 1. Study of organizational structures

Governance

Influence on
Specific
Outcome

Mission Statement
Community and Technical College
(Kentucky)

Program Delivery

Instructional Methods

Strategic Plans

Summary ofLiterature Review
This review was conducted in five sections: the history of career and technical
(vocational) education in the United States, curricular reforms in the field of career and
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technical education, policies and structures ofworkforce education institutions,
accountability through outcome measures, and a conceptual framework for proposed
study.
The history of career and technical education provided a basis on which to
develop understanding of the past and current situation with implications for the future of
the discipline. Only by reviewing and understanding the past does the future become the
reality we desire.
The review of curricular reforms provided information on the content and
implications for development of instructional methodology and structure. It is apparent
that several instructional components have only been in existence for a relatively short
number of years, and research is continuing to reveal the success or failure of the efforts.
Measures of program and institutional outcomes appear to have been expanded in
response to educational reform movements calling for more accountability in all areas of
education. The amount and description of the specifics of the accountability movement
have varied with the location being studied. The trend toward educational accountability
has apparently gained a strong foothold in the educational world and will continue to be
developed and refined in each discipline and level of public educational effort.
The policy and structure literature revealed various organizational structures
throughout the United States in workforce education institutions. Much of the structure
literature described situations in community colleges and technical institutes administered
with varying types of governance. Several states even have a multitude of organizational
structures within the state. It is this fact that makes these research questions important, in
that while the variance of institution organizational types exists, there are no data to
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support or criticize one as opposed to another. The literature only speculates as to which
is best in any given locale.
The review on school success and student success literature provided a basis by
which to achieve an acceptable measure. The development and implementation of
evaluation procedures has been created that can serve as a valid and reliable measure of
school, program, and student success. A challenge for the researcher was in determining
an acceptable method to compare institutions within three states where different measures
of success exist. By limiting the outcome measures to those reported to a common federal
agency the challenge was overcome.
The fact that there seemed to be a lack of research literature that addressed the
relationship between organizational structure of workforce education institutions and the
success of the schools provided an ample justification to proceed with this study. A
cross-case analysis research design was used in this study to address this gap in the
literature. In the next chapter, the design and methodology of the study are described in
detail.
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Chapter 3
Methodology
The purpose of this study was to discover the similarities and differences between
workforce education institutions with differing organizational strcLctures, and further to
understand if these similarities and differences could be attributed to the organizational
structures. As related in the rationale for this study, governance and organizational
structure vary considerably throughout the United States at local levels; however, the
literature described four basic configurations of organizational structures: (a) technical
centers/institutes, (b) technical colleges, (c) community colleges, and (d) combined
community and technical colleges.
Bolman and Deal (1997) proposed four frames of organizational structures:
structural, human resources, political, and symbolic. The frames provide an interpretation
of the processes in an organization to define and classify the organization in its
professional reality. The structural frame was described as mechanistic in approach, with
defined rules, roles, goals, and policies to control and define the organization. The human
resources frame is viewed as a "family," with emphasis on the needs and relationships of
the employees. The political frame may be described as the survival of the fittest, with
emphasis on power, conflict, competition, and organizational politics. The symbolic
frame was described as the organization of theatre with emphasis on culture, rituals,
ceremonies, and heroes (Bolman & Deal). For the purposes of the present study, I chose
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to examine the selected workforce institutions using the structural frame as a reference.
This choice provided a fi·amework on which to construct the study and limit its range.
This study investigated the comparative relationships of selected public workforce
education institutions in the states of Florida, Georgia, and Kentucky. The basis for
choosing these particular states was the fact that the four basic organizational
configurations are represented within these three states. This study investigated the
following two research questions with related sub questions:
1. Does organizational structure influence specific outcome factors for and
between selected workforce education institutions?
a. What are the institutional outcome measures considered essential in
judging the effectiveness of the school?
b. Where are the outcome measures revealed above reported or used?
c. Are such measures derived and analyzed locally or at another level of
governance?
d. What are the consequences to the institution if the outcomes are not
considered adequate?
e. What is (are) the primary instructional delivery method(s) of each of the
workforce education institutions?
f.

What process was used to determine these methods and how do they
compare and contrast between institutions?

g. What is the cost per student of each of the workforce education institutions
as derived by a common statistical formula, and how do they compare and
contrast between institutions?
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2. Does organizational structure influence the processes and operations of workforce
education institutions as reflected through a comparative policy analysis of the
selected workforce education institutions?
a. What is the governance relationship between the institution and the
governing board?
b. What policies, documents, regulations, or other sources are important in
defining the mission, program delivery, and outcomes of the institution?
c. What are the similarities or differences in the operational policies of each
institution?
d. To what extent can each institution self-determine policies as opposed to
receiving them from another governing entity?
e. What policies are in existence that the institutions believe inhibit the
effective operation of the school and by their existence create a need to
circumvent that effect?
f.

Does a consistent and updated articulation of programs between each
institution and other levels of institutions exist in formal policy?

g. Does an ongoing system of strategic planning exist, and what is the level
of its implementation and perceived relevance to the success of the
school?
h. Are there policies that leaders of the institutions would like to initiate,
change, or delete within their locale or state?
I chose a comparative, purposive case study design to explore institutional and
program success outcomes in different organizational structures. This design incorporated
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cross-site analysis and a multilevel design (local and state-level policies). Even though it
is not possible to generalize the findings of case studies, the findings have made it
possible to build hypotheses about the relationships that were revealed.
This study resulted in the interviews of key workforce educational leaders in the
selected institutions in Florida, Georgia, and Kentucky. Several states have technical
colleges in place, with Georgia completing this transition from technical institutes to
technical colleges within the last five years. Additionally, Kentucky is continuing a
reform effort that has resulted in the restructure of separate community and technical
colleges into single entities referred to as a community and technical college. The
timeliness of these changes combined with the absence of such schools in Florida, where
there are separate and very distinct community colleges and technical centers, made these
states appropriate purposive choices for this study in order to obtain information from
schools using various forms of governance and organizational structure.
Data were collected from four sources: interviews with selected educators,
observations during institutional visits, institutional documents, and state policy
documents. Interviews with selected educational leaders and professional personnel were
an essential component of this study. These interviews covered not only the school
leaders with reference to the sub questions of the survey, but also required visits with
professional personnel who have collected or analyzed data for the institutions. An
understanding of the institutional framework for available data and data analysis was
necessary in order to conduct the cross-site studies. The researcher also received policy
documents for each of the institutions through public web sites, electronic transmission or
paper copies. These policies included governing policies, faculty and staff handbooks,
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student handbooks, school catalogs, program brochures, and negotiated union agreements
when available.
I predetermined that within this study the organizational structures would be
different in the selected schools while the instructional program areas remained constant
within the field of technical education, with each school conducting instructional
programs in the business technology field. With this design feature I was able to compare
the relationship of organizational structure to outcome measures to include policy
development and institutional success through the use of case study analysis and
descriptive statistical analysis. The relationship comparisons investigated were patterned
after a data framework of Roach, Salisbury, and McGregor (2002) when they studied the
success of infusion of special education students in the areas of curriculum, assessment,
accountability, personnel training and development, funding, and governance.

Design
The workforce education institutions were purposively selected by analysis of
data from the United States Department of Education and the Florida, Georgia, and
Kentucky departments of education. Institutions were selected that met the criteria of one
technical center/institute and one community college from Florida, one technical college
from Georgia, and one community and technical college from Kentucky. The purposive
method of choosing specific institutions within each state was based on four criteria: (a)
schools receiving an allocation of federal Carl D. Perkins grant funding, (b) schools
maintaining accreditation status with either the COE or SACS, (c) schools with a
minimum enrollment of 5,000 students annually, and (d) schools willing to participate in
the study. This purposive selection of educational institutions allowed me to maximize
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the variance of organizational structures while maintaining similarity in instructional
programs
This research was pursued as a cross-case analysis research design in order to
investigate the research questions using both qualitative and quantitative data. Case
studies are a form of research that enables the researcher to delve into single cases to such
an extent as to obtain significant understanding and interpretation of the subject case.
Case studies in education involve people and programs so that the researcher can
discover both their uniqueness and their commonality (Stake, 1995). Case study research
is appropriate when the researcher (a) defines research topics broadly and not narrowly,
(b) covers complex multivariate conditions and not isolated variables, and (c) relies on
multiple and not singular sources of evidence (Yin, 2003). Because the above conditions
were true in this study, I decided that the use of case studies was essential to complete
this work. In gaining an understanding of the subject schools through case studies I was
able to adjust to the incoming data as developed rather than attempting a purely
quantitative evaluation of the schools without regard to input that was not known at the
beginning of the study. Using both qualitative and quantitative data provided for an
enriched study as opposed to a study using either methodology by itself. Cross-site
analysis provided me the ability to build generalizations across cases. I was careful not to
superficially summarize the data of all cases, but instead to derive legitimate patterns
across the cases (Merriam, 1998). The study was conducted as a cross-site analysis of
case studies of the selected schools to develop justified patterns of successful factors
among schools.
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After making site visits to each school, both qualitative interview data and
quantitative program and institutional data were used for analysis of factors and
characteristics that are linked to success by the school. Upon the completion of the four
case studies, I conducted a comparative analysis to disclose the relationships among the
participating schools through their commonalities and differences.
Qualitative research was advisable in this case in order to adequately describe the
dimensions involved in school achievement. Since qualitative research must develop and
emerge as it progresses, I was open to modification of the design as the research
progressed. However no design changes were necessary during the study
Institutional data related to the success of the students, programs, and
institute/college as a whole was requested and received from each institution. I used
existing documentation and measures available at the federal, state, and/or local level that
demonstrated the success of the schools and their students in establishing the relationship
of the variables

Researcher's Point of View
I must acknowledge a professional interest in this study. At the time of this study,
I am the president of a technical institute in Florida that has experienced significant
structural revision during the last seven years by becoming the first postsecondary
technical center in Florida to convert to charter school status. For the purpose of
professional objectivity, the organizational structure of charter workforce education
institution was not included in this study.
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Procedures
The methodology selected for this study was cross-case analysis research to
achieve comparative case studies of purposively selected successful workforce education
institutions from three states. Initial contact information was requested from Council on
Occupational Education (COB), Southern Association of Colleges and Schools (SACS),
Florida, Georgia, and Kentucky state departments of education as a listing of public
workforce education institutions, amounts of Perkins funding distributed to each
institution, annual institutional enrollment, and state-level data on the measured outcomes
of these institutions.
I contacted the institutions to determine their willingness to participate in this
study. I was able to secure willing participation from three of the institutions upon first
request and moved to a second choice for one of the selected institutions which also
agreed to participate in the study.
I requested interviews with individuals at each of the institutions who performed
the job tasks or held the position of institutional liaison to the governing board, chief
executive officer, chief financial officer, data collection specialist, job placement
specialist, curriculum coordinator, and a member of a program advisory committee. Each
institution scheduled the interviews on the dates agreed upon according to the availability
of the institutional staff. I spent two days at each of the institutions conducting
interviews, touring the facilities, and observing classes.
The interviews were conducted in approximately one-hour time frames with some
variation dependent on the time allocated by the interviewed individuals. In each
interview, I began with a description of the study, coverage of the Informed Consent form
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with a request for a signature, and notification that the interview would be audio taped for
the exclusive use of myself and possible review by the dissetiation committee.
After completion of the interviews, the audiotape material was transcribed. The
transcriptions were coded initially by a predetermined coding matrix and subsequently
coded to emerging themes. After coding was completed, the analysis of each institution
and then the cross site analysis were completed.
Confidentiality
In order to maintain an ethical relationship with each of the institutions and
individuals involved in this study, confidentiality of the identity of the institutions was
created through generic assignment of names by organizational structure and components
of the work ethics curriculum taught in these schools: Reliability Technical Center,
Ethical Technical College, Trustworthy Community College, and Integrity Community
and Technical College. To further ensure confidentiality, specific citations for material
obtained from the institutions such as their web sites are not used; rather generic
references are made to the origin of the information. Permission for educational studies
must often be obtained from the authorities of an organization or institution prior to any
data collection. As recommended by Creswell (2002), I contacted each ofthe selected
institutions with a written request to participate in the study that included the purpose of
the study, the perceived amount of time for the researcher to be on site collecting data,
the amount of time requested of participants, provisions for confidentiality of
participants, and how the results would be used and returned to the participating schools.
Informed consent was obtained from each interviewed participant. I secured approval for
the study from the Institutional Review Board of the University ofNorth Florida
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(Appendix A). A copy of the approved Informed Consent document is attached as
Appendix B. In order to maintain an objective orientation, I did not use my own
institution in this study.

Data Analysis
Data were collected during semi-structured interviews by audiotape recording and
maintained after it was transcribed. The semi-structured interview included both openended and close-ended questions to elicit valuable data. The interview questions are
provided in Appendix C. Analysis of these data took place after the completion of each
institution's case study and then again as a part of the cross-site analysis.
At the conclusion of the study, the results will be shared with the selected
institutions through correspondence with the Chief Executive Officer along with their
school identifying information so that the schools will be able to compare their
information to the other participating institutions.
The codification of data from interview transcripts, field notes and artifacts was
completed using coding schemata as created through the conceptual framework. The
analysis of qualitative data was completed in levels. I categorized data through a
reflective coding matrix according to the predetermined core categories of governance,
mission, program delivery, instructional methods, outcome measures, articulation
agreements, and strategic planning. However, emerging themes, or areas of emphasis
seemed to have more significance to the study and were therefore used more prevalently
through the use of open coding to establish new codes for unforeseen patterns. I finalized
the coding process through selective coding as a means of explaining the open and
reflective coding through increasingly higher levels of abstractions and patterns (Scott,
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2004). An example of the coding process is attached as Appendix D. Ultimately, analysis
was completed from a cross-case perspective.
I first attempted to analyze the interviews from the perspective of the individual
participants, and then considered the wider matter of cross-case analysis once data were
organized and coded in emerging patterns. Describing each of the institutions, illustrating
common themes as well as unusual responses across cases, completed this data analysis.
This analysis included the use of matrices and other formats to condense the data and
present comparisons as clearly as possible.
The quantitative data for use in this study was obtained from the National Center
for Education Statistics, the state departments of education, or the individual workforce
education institutions, depending on where the data resided. These data were secured
using direct requests of the institutions, agencies, and public access web sites. Due to the
low sample size of four institutions, there was not sufficient and appropriate available
data to justify a quantitative analysis through inferential statistics. Therefore, only
descriptive analysis was used in this study (Freund & Wilson, 1997; Salkind, 2000).
Delimitations and Limitations of the Design
The delimitations of this study are those items as determined and consciously
limited by the researcher (Leedy & Ormrod, 2001). A delimitation of this design was
centered in the reduction of complex activities such as governance, instructional delivery
methods, and community involvement into analyzable data. There are usually a number
oflayers of bureaucracy or administration between the governing body and the student
activity. The existence of many intervening variables, while not negating the significance
of this study, does warrant caution in drawing direct conclusions.
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A second delimitation is the restriction to four sites in three states: Florida,
Georgia, and Kentucky. It is very possible that variations in other parts of the country
whether related to the educational system, the businesses and industries of the area, or the
political climate may cause significant differences in the structure of the state workforce
education system.
Another delimitation of the study was the choice to limit the study to the use of
the Bolman and Deal (1997) structural frame. While the use of one frame provided a
practical range to study, it also limited possible insights which could have appeared from
the use of other frames.
Limitation of a research design can be defined as a potential problem or weakness
of the study as defined by the researcher. The limitations can be related to any number of
factors such as small sample size, inadequate measures ofvariables, loss of participants,
or errors in measurement (Creswell, 2002).
The limitations of this design centered on the question of the willingness of the
participants to be candid with me as the researcher. Another limitation of the study was
inconsistency in data from each of the institutions. These four institutions were accredited
by at least two different agencies, thereby reporting and recording different outcome data
as required by that accrediting program and state system. The need to study the
institutions at the local level also created another limitation in that there was no obvious
method to distinguish between effects caused by state educational policies as opposed to
local educational policies. The effect of state educational policies was assumed as strictly
required for all institutions; however, the effect oflocal policies had to be consciously
considered by me.
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Summary
This cross-site analysis research study was designed to increase the body of
knowledge about workforce education and the organizational structures of its institutions.
There were some challenges in the realization of this study in terms oflimitations and
delimitations. However, the study was completed with the cooperative assistance of the
participating employees and representatives of each selected workforce institution.
Interview results were transcribed and coded for individual institution analysis and
ultimately for cross-site analysis. Specific quantitative data as well as policy documents
were collected and reviewed for significance of analysis in the study.
The research visits to the institutions were completed in the summer of 2005 over
approximately three months. The analysis of all documentation was completed after
assembly of all interview transcriptions and applicable quantitative data. The next
chapter reports the findings from the study.
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Chapter4
Presentation of the Data
This study resulted in rich data from the completed interviews and collected data
from each of the selected institutions. In this chapter, I will describe that data by
presenting each of the case studies independently in the following sections: the
organizational entity with responsibility for governance, the specific institution,
qualitative data from interviews of administration, faculty, and staff, and a summary of
the institutional case study. Following the individual case studies, the cross-site
quantitative data comparisons of all four sites will be presented. I then discuss the
relationship of the data to the research question and conclude the chapter with a summary
of data presentation.
In pursuing the questions of this study, I completed four on-site visits during the
summer of 2005 to selected workforce institutions to conduct interviews with key
personnel at each school. Each institution provided me with ready access to the requested
personnel and provided data and material from their school. In each of the following
presentations, to provide detailed professional citations for the institutional sources would
have revealed the identity of the specific schools; therefore generic references were used.

Case 1: Technical Center
The selected technical center from Florida operates in an urban area and is one of
the largest schools of its kind in Florida. The organizational structure of the center does
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not include a direct statewide organization or agency. The local elected school board also
governs all public elementary and secondary schools in the school district and is the
governing body for Technical Center.
The Elected School Board
The school board in this district is comprised of seven elected members. The
school board sets policies and rules that govern the administration of the school district.
The board operates according to both Florida law and state Department of Education
regulations, and it sets policy only when members meet in official session.
Although Florida has both elected and appointed superintendents, this school
district has an appointed superintendent with an organizational structure which includes
deputy and associate superintendents who oversee the workforce institutions in the
district. The superintendent has the responsibility to administer the policies and
regulations as prescribed by the state and the school board.
This school district is one of the largest districts in the United States as well as
one of the largest in Florida. Due to its size the district has been divided into five regional
learning communities. The school district is the second largest employer in its part of the
state. The district serves a total school population in excess of 174,000.
According to its web site, the school district has a stated vision of educational
excellence and operates with a mission statement as follows:
Each student will acquire the skills, attitudes, and knowledge necessary to reach
full potential.
The goals of the school district were
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(1) academic achievement; learning and achieving through sound instructional
practices, (2) operational efficiency; utilizing resources effectively and efficiently,
(3) employee professionalism; maintaining a highly qualified and effective
workforce, and (4) constant innovation; proactively developing strategic and
process based solutions to meet new challenges.
The District Department of Career and Technical Education
Within the school district is a Department of Career and Technical Education
administered by the Associate Superintendent for Workforce and Alternative Education
and staff that oversee all of the technical centers located in this large district. In addition
to the technical centers, the department is responsible for several adult and community
education centers and the career and technical education programs offered in the
secondary schools in the district. Career and Technical Education offers a wide range of
programs for adults and secondary students including
• Dual enrollment, co-enrollment, SAT and FCAT prep for high school students
• Occupational training
• Industry certification
• Licensure and refresher courses
• Adult English Literacy (ESOL)
• GED preparation and testing
• Lifelong learning
Career and Technical Education works in close partnership with the local business
community to provide quality training or retraining for the work force. According to the
web site for the Department of Career and Technical Education,
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the mission of the department is to responsibly prepare all students for their
evolving roles in the workplace and society; and to positively impact economic
growth and development. The basic beliefs of the department are listed as
follows:
(1) pursue excellence in what we do and how we do it,
(2) continuously expand the personal and career growth opportunities for all
students to enable them to achieve their life-long goals,
(3) provide a responsive learning environment to meet the changing needs of the
workplace,
4) promote collaborative partnerships with our internal and external customers for
the mutual benefit of students and the economic community, and
(5) function as an organizationally cohesive team providing quality customer
service.
The district department is responsible for setting and coordinating the policies and
regulations of all the technical centers. The technical centers operate under a single
calendar and publish a single catalog of policies and offerings.
Reliability Technical Center
Reliability Technical Center was established in the early 1960s, as were several of
the technical centers in Florida. In 1961 the community colleges in Florida offered
vocational programs and were governed by the local school districts, but an effort began
to legally separate the colleges from the school districts to function under their own board
of trustees. When the community colleges were granted that authority in 1967, several
school districts exercised the option to retain the authority to provide vocational and
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technical education rather than grant that authority to the community college. The process
for organization of a technical center at that time was prescribed in Florida statute
directing a school district or school board of contiguous districts to request approval from
the Florida Department of Education in order to establish or acquire an area vocationaltechnical center.
Reliability Technical Center, as is true of all technical centers in Florida, is a
certificate-granting institution. Florida statute restricts the awarding of associate degrees
to the community college level. Instructional certificate programs may be provided by
either technical centers or community colleges; however only community colleges may
provide credit-level courses or programs with degree-granting authorization.
Funding for Reliability Technical Center is derived primarily through legislative
allocation. The state is currently in the process of amending the funding formula for
technical centers, but since 1996 the official funding formula has been based on
performance outcome measures. The core measures have been total or terminal program
completion, occupational completion points for technical areas, literacy completion
points for academic adult education, and job placement after completion. A state and
district approved fee schedule for students comprises a portion ofthe budget. The
Center's budget includes both federal and state grants each attached to specific goals and
programs to enhance the programs and increase financial aid for the students.
According to the web site of Reliability Technical Center, the school operates
under the following mission statement:
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Our mission is to provide educational opportunities for all learners to achieve
excellence through integrated technical and academic training to meet the
employment and personal needs of the individual and community.
The vision of Reliability Technical Center is to serve the community as
the premier provider of career and technical education by preparing individuals
for rewarding, successful careers, and to provide businesses with a high-quality,
well-trained workforce.
In addition to the main campus of Reliability Technical Center, located on over

100 acres ofland, the Center also conducts programs at four Adult and Community
Centers located at four local high school and six Instructional Service Centers providing
apprenticeship and customized training for business and industry.
The Commission of the Council on Occupational Education (COB) and the
Southern Association of Colleges and Schools Commission on Middle and Post
Secondary Schools (SACS) accredit Reliability Technical Center. The Center offers
certificate programs in 48 areas covering the following career clusters: audio-video and
communications; business administrative services; construction; health services;
hospitality and tourism; legal and protective services; manufacturing; retail sales and
services; and transportation, distribution and logistics services. Reliability Technical
Center also offers extensive academic programs, such as General Education Development
(GED) test preparation, high school dual enrollment, academic remediation, English
literacy, adult basic education, and adult vocational English literacy.
Reliability Technical Center recorded unduplicated student enrollment of 4,711
for the 2003-2004 school year and 5,377 in the 2002-2003 school year, demonstrating a
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decrease in enrollment. Reliability Technical Center recorded a graduation rate of 86.3%
for the 2001 Cohort. The graduation rate fi:om the 2000 Cohort year revealed that 100.0%
of the cohort graduated within 150% of the normal time to completion. Reliability
Technical Center reported enrollment of 85.6% male and 14.4% female with 47.5% of
the students reporting their race or ethnicity as white non-Hispanic, 20.3% black nonHispanic, 27.4% Hispanic, 2.5% Asian or Pacific Islander, .3% American Indian or
Alaskan Native, and 1.4% race-ethnicity unknown. Of 1,665 certificates awarded in the
2003-2004 year, 21.2% were in business, management, marketing and related support
services; 20.3% in security and protective services; 19.3% in construction trades; 11.9%
in mechanic and repair technologies; and 6.0% in transportation and materials-moving
programs. Six percent of full-time students were receiving federal grants during the 20032004 school year, and six percent of the students were receiving state or local grants
(National Center for Education Statistics, 2005).
Strategic planning at Reliability Technical Center is accomplished through a
formal process of a school improvement plan specified by the state and the school
district. The school improvement plan is developed and implemented at each school in
the district incorporating the mission, policies, and goals of the school district. The plan
is written as a three-year plan developed from the data derived through needs assessments
and input from community members, staff, and students making up the School Advisory
Council. The plan includes three-year objectives for each goal that are inclusive of annual
objectives with midyear and end-of-year progress reports. The plan and its progress
reports are submitted to the district for assessment and evaluation.
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Reliability Technical Center Administrators and Leaders

Leaders of Reliability Technical Center who were interviewed included the Senior
Director; Assistant Director for Accreditation, Curriculum and Instmction, and Program
Development; Assistant Director for Apprenticeship, Transportation and Constmction
Programs, Human Resources and Finance; Assistant Director for Business Programs and
Student Services; Adult and Community Education Administrator; Coordinator of
Instmctional Support and Institutional Effectiveness; Business Manager; Database
Coordinator; Chairman of the Fire Academy Advisory Board; and two School District
Analysts in Policy and Institutional Effectiveness.
The designation of chief administrator for Reliability Technical Center at this site
was Senior Director. The Senior Director has been at Reliability Technical Center in
various capacities for many years, beginning his career in a teaching position. He
described the Center's successful responsiveness to the needs of the business and industry
community as an accomplishment of which he was very proud. The Center's emphasis on
the delivery of high-wage, high-skill, and high-demand programs has maintained its
relevance to the business communities.
Of these 11 individuals, 8 are employees of Reliability Technical Center. Three
people holding support coordinator or manager positions were hired for those positions
and have basically remained at Reliability Technical Center since their hiring. With the
exception of the Senior Director, the next four leadership positions reflect the movement
patterns of a large school district with their professional positions. Three of these four
employees have been with the school district more than 30 years; however, the longest
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time any of them have been assigned to Reliability Technical Center is 10 years, and for
the other three it is less than 4 years.
The Senior Director described his role for Reliability Technical Center as to be
responsive beyond the walls of the school. The Assistant Directors have the charge to
conduct the business of the school on a day-to-day basis. The Senior Director must be
aware of the environment affecting Reliability Technical Center from the federal and
state policy levels and be prepared to take action as necessary. He said that it is essential
that the Senior Director is active and visible in the business community for which
Reliability Technical Center provides training. He also described the Center's process of
continuous quality improvement through the ongoing emphasis on accreditation
requirements. Reliability Technical Center has developed a process whereby the
programs and instructors must complete specified program books each year in recording
the accomplishments and requirements of that school year. These books in tum serve as a
source of continuous program review and improvement.
When asked to describe accomplishments of the institution ofwhich the
individual was most proud, a number of items was presented, but a common theme was
the inclusion of the name of the Senior Director by each of the other school leaders as
central to the success of Reliability Technical Center. The mentioned accomplishments
included the following: ongoing involvement with business and industry, cost
effectiveness of the total operation, dedication to building the self-esteem of the
individual in order to build the workforce, an equal emphasis on academic knowledge as
well as technical knowledge, state recognition for one of the programs, placement rates of
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students, and the ability to have the feel of a small institution while existing as a large
institution.
All the interviews produced basically the same information on the processes and
policies relevant to curriculum and instruction. The technical centers in this school
district each have the responsibility to develop curriculum ideas for the needs of the
community in terms of new program development. The staff conducts research to
determine the local need for the program, projected salary for program completers, and
the availability of teachers, equipment, and facilities. Once a school determines that it
would like to start a program, the senior director presents the proposal to the district
leadership team of the Associate Superintendent and the senior directors. If approval is
received from the leadership team, the program is planned and implemented. A similar
process is used to close a program in terms of justifying its lack of need and approval for
closure is requested from the leadership team. Expansion of programs is the prerogative
of the individual technical center dependent on the availability of school-level funding.
One unique component of instructional delivery at Reliability Technical Center is
the assistance of an instructional coach. Reliability Technical Center has made the
decision to commit to the improvement of instruction by providing the coach to any
teacher who requests or requires assistance.
As related by the individuals interviewed, accountability at Reliability Technical
Center is addressed in multiple ways, but primarily through two specific methodologies:
the School Improvement Plan and the Program Notebooks. The School Improvement
Plan (SIP) is specific to Reliability Technical Center but must incorporate the goals and
objectives of the school district. This school district has organized its plans into three-
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year goals and action plans. The SIP also serves as the strategic plan for Reliability
Technical Center and includes targets and measures for semi-annual and annual progress
reviews and evaluations. Although the plan is derived from survey input from faculty,
staff, students, and community members who comprise the institutional advisory
committee, it is not included as any reference in the individual evaluations of the faculty
and staff. Reliability Technical Center also incorporated a strategic planning model from
SACS in its SIP to increase the effectiveness of the institution-level plan.
The interviewed staff reported that the perceived relevance of the plan is related
to the level of the employee. Generally a common statement was that the higher the
employee was in the organization, the more important and relevant the plan became to
the employee. For most of the teachers, they only maintained interest in the section of the
plan that may have relevance to them or their program.
Each person interviewed was asked to describe the three institution-level outcome
measures that they believed would best evaluate the effectiveness of the school. Although
the answers varied, there were four common measures that were stated repeatedly. These
outcome measures included the following: enrollment, student job placement rates,
completion rates, and licensure pass rates. Other institutional outcome measures that were
discussed included cost effectiveness of the budget, annual increase in new programs,
marketing, professional development plans for instructors and administrators, student
accountability policies, repeat customers (students returning for additional classes),
requirements for program advisory committee participation, and attrition by program
(comparison of completers to first-time beginners in program). Completion and
placement rates have been above average for the last three to five years. Licensure pass
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rates have been about 95% for the specified programs. Enrollment has declined since
September 11, 2001, with a resulting cut in funds from the state due to the damaged
economy. During that year, Reliability Technical Center experienced a 7% cut in funds
and released 35 teachers, 2 administrators, and 1 support person.
The organization and governance for Reliability Technical Center is that of the
elected school board and school district structure. Of the 11 participants interviewed,
most believed that the structure was working for Reliability Technical Center, but several
felt that the structure was too complex and bureaucratic for the flexibility and efficiency
needed by the school. One of the administrators pointed out that five levels of
administration supersede the school level administrators: the Senior Director, Associate
Superintendent, Deputy Superintendent, Superintendent, and School Board.
The stated advantages of the system were described as a seamless education
system for students, the comfort of graduates of public education participating in a public
school, being a member of the community schools concept, availability of comprehensive
resources, job security as part of the school district, greater opportunity for checks and
balances of operational activities, ability of school to concentrate on instruction as
opposed to human resources, and political strength if the school board members are
knowledgeable and supportive. In this situation, the Center does not have the need to
independently set up services such as contract management, professional staff
development, legal services, and facilities management for its own use. Another
advantage was stated as the current district-level administrator representing the technical
centers. This administrator is well respected and maintains high visibility within the
system, and the technical centers of the school district therefore reap the benefits of
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support at this level. Another stated advantage of this system is the access to the high
school students within the school district. This access has enabled Reliability Technical
Center to increase its dual enrollment of secondary students in assisting them to prepare
for the workforce while still in high school.
A consensus among the interviewed educators was that the largest disadvantage
ofthis organizational system is simply the fact that the system is K-12 driven. The rest of
the system is built around the needs of the elementary and secondary world, which does
not always readily adapt to the postsecondary needs. Other disadvantages or limitations
of this system were described by interviewed personnel. The responsibilities of the school
board are too great in K-12 to provide time and opportunity to recognize the technical
centers as part of the system. Inconsistency exists between the adult atmospheres of the
technical centers and the environment ofK-12. The school district consists ofunwieldy
bureaucracy that slows progress. Demands of society cause the school district to
concentrate on the K -12 focus. Extremely strict and slow hiring practices due to the
restrictions of teaching K -12 children cause frustration for postsecondary institutions.
Results of unpredictable elections with the uncertainty of the attitude and knowledge of
the elected create inconsistent governance. Professional training is usually focused on K12 without allowances for postsecondary instruction. School district decisions are made
for the K-12 majority without consideration for their impact on the technical centers.
Many of Reliability Technical Center teachers work on a part-time basis, and the pay
scale of the school district is not competitive with the available pay in the business world
for these technical instructors. Though the school district has made some minor
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concessions, the administrators stated that it continues to be difficult to work within these
confines.
When asked about the knowledge of the school board members in relation to
Reliability Technical Center, the administrators expressed a belief that the board as a
whole is not sufficiently knowledgeable due to the need for their focus on the K-12
mission. However, Reliability Technical Center administrators stated that when an
individual board member has taken an interest and pursued information regarding
Reliability Technical Center, they have usually become a strong supporter.
In considering the need to change the policies under which they operated, the
administrators repeated the frustration of dealing with a K -12 system of personnel issues
and rules that are not flexible enough for a postsecondary technical center. A suggestion
was made that the flexibility provided to the community colleges of the state would be
beneficial to the effective running of the technical centers and would assist in removing
some of the bureaucracy of the school district.
One interesting observation of a school leader was made that the accountability
reported by an elected school board and its superintendent for its K-12 programs will be
reflected as the levels of student achievement and gain. However, the same school board
and superintendent, when asked to report their accountability in reference to a technical
· center, will likely report that they must pay for themselves without any reference to
student or program accountability measures.
There was also a suggestion that a local board dedicated to only postsecondary
workforce education would be desirable in governing Reliability Technical Center or
perhaps the technical centers of the district. Whether the board was elected or appointed
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did not seem to be a point of contention, the emphasis rather being on its ability to focus
on the needs of postsecondary education. One individual further stated that he/she would
not want to switch to a state level board because of the belief that a local board will have
a more comprehensive understanding of the needs of the institution.
Reliability Technical Center Summary
The organizational and governance for Reliability Technical Center is that of the
elected school board and school district structure. There is considerable belief that it is
too complex and bureaucratic to provide the flexibility and efficiency needed by the
school. The stated advantages of the system included the following: a seamless education
system, membership in the community schools concept, availability of district
comprehensive resources, employee job security, and political strength of school board
members. The largest disadvantage of this organizational system is simply the fact that
the system is K -12 dominated, which does not readily adapt to the postsecondary needs.
A local board dedicated to only postsecondary workforce education is believed to be
desirable in governing Reliability Technical Center -- perhaps all of the technical centers
of the district. Whether the board was elected or appointed did not seem to be a point of
contention, the emphasis rather being on its ability to focus on the needs of postsecondary
education. A state-level board was not perceived as more advantageous than a local board
that would have a more comprehensive understanding of the needs of the institution.
Interestingly, the next institution, Ethical Technical College, operates primarily with a
state-level organizational system, with a local board having limited governing ability.
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Case 2: Technical College
The technical college from Georgia operates in an eight-district area that has both
suburban and rural areas. The school operates on four campuses. In Georgia, the State
Board of Technical and Adult Education (SBTAE) governs the technical colleges. A
local Board of Directors representing business, industry, and economic development from
the service delivery area fulfills a delegated role from SBTAE in the governance of
Ethical Technical College.

The Georgia Department of Technical and Adult Education
In the October 2001 issue of Expansion Management Magazine, a publication
directed at expanding and relocating companies, Georgia was ranked as the best state in
the nation for workforce development and the magazine attributed that ranking directly to
the state's technical college system. Again in October 2005, Georgia was recognized as
the leading state in workforce training programs in a poll of corporate site location
consultants conducted by the same magazine. Peterson (2002} stated that the country
should learn from Georgia and other states that have placed an emphasis on technical
education. In so doing, Georgia has stopped steering students away from technical
education but toward it for successful careers and for the ability to attract business and
industry to Georgia.
The state of Georgia began constructing area technical centers in the late 1950s as
a result of research studies demonstrating the need for these schools within the state. At
the time the Georgia State Department of Education was the controlling agency for these
schools. In 1990 the Georgia Department ofTechnical and Adult Education (DTAE) was
formed and had oversight of the technical institutes, as they had come to be known. The
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technical institutes enjoyed major growth in enrollment as they reacted to the need for
extensive workforce training. Governor Roy Barnes proposed legislation that resulted in
the A Plus Education Reform Act of2000 (House Billll87). This bill brought about
significant changes to the Georgia technical educational system, including a change in the
funding formula to insure that funds for the schools would increase as the enrollment
increased. The Education Reform Act also provided for a change in the names of
technical institutes to technical colleges in an effort to enhance the marketability of the
institutions and clarify the mission of the colleges as a segment of the economic
development effort of the state.
The State Board of Technical and Adult Education is the governing body for the
organization. The State Board is charged with the responsibility to provide a
comprehensive program ofliteracy, career, occupational, and technical education for the
adult population of Georgia. The Board establishes the policies, rules, and regulations to
guide and control the system. The State Board establishes local boards of directors for
each of the technical colleges to assist in facilitating the delivery of programs, services,
and activities as directed by the State Board. The commissioner oversees the 34 technical
colleges within the system as well as departments for adult literacy, economic
development, and technical education. The State Board developed this mission for DTAE
and the commissioner:
The mission of the DTAE is to contribute to the economic, educational,
and community development of Georgia by providing quality technical education,
adult literacy education, continuing education, and customized business and
industry workforce training to the citizens of Georgia. (DTAE, 2004)
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The DTAE vision for the state of Georgia is to have a well-educated, technically
trained, and highly competitive workforce that will be widely recognized as the best in
the nation. The Georgia vision becomes more specific for DTAE as that of a dynamic
system of technical education, adult education, and customized business and industry
workforce training using industry-standard and emerging technologies and offering easy
access to education and training for all Georgians. This system has been designed as a
seamless educational process in which students can easily transfer credits between the
various levels of education. Readily accessible information and advanced educational
resources are intended to be available to all citizens. The system is intended to supply a
competitive workforce resulting in quality communities, thus assuring Georgia's
economic success in the global marketplace (DTAE, 2004). The strategic goals of the
system include the following:
1. Student success through technical programs,
2. Student access to seamless technical education,
3. Improved literacy through adult education,
4. Training and services for economic development,
5. Educational awareness for community development,
6. Accountability through effective and efficient management,
7. Development of DTAE' s internal workforce, and
8. Information technology for extended and enhanced services.
(DTAE, 2004)
Breeden (2005) reported that in the fall of 1990, Georgia's technical
colleges/institutes instructed just over 26,000 students, while in the fall of 2003 the
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technical colleges served 92,000 students. Dr. Breeden, the recently retired commissioner
ofDTAE, also reported that approximately 25,000 students enrolled in classes with the
Georgia Virtual Technical College, the equivalent of almost all the students being
addressed by the system in 1990.
The placement rate of graduates of the technical college system has remained
consistently high from 96% in 1994 to 98.6% in 2003 according to the final report for the
2003 fiscal year for DTAE. The report also revealed that customized contract training for
existing industry in Georgia rose from 47,808 trainees in 1995 to 79,364 in 2003. State
allocations for the DTAE rose from $473,694,762 in fiscal year 2002 to $493,810,527 for
fiscal year 2003.
DTAE commissioner, Mike Vollmer (2005), recently listed six challenges for
economic and workforce development in Georgia:
1. To change the culture to recognize the fact that high school completion
and further education are required and dropping out of school is not
acceptable,
2. To deliver workforce and economic development initiatives in a more
coordinated fashion,
3. To regionalize the state's economic development efforts,
4. To build the workforce of tomorrow through education by tailoring
training programs, focusing resources, and expanding workforce
development efforts in strategic industry areas,
5. To train for the new manufacturing world, no longer the low-tech area of
the past, and
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6. To conquer the problem of high school dropouts by getting them
interested in a skill or career as early as the middle school years.
The Georgia system of technical colleges offers their business and industry
partners the following guarantee:
If one of our graduates educated under a standard program or his/her
employer finds that the graduate is deficient in one or more competencies as
defined in the standards, the technical college will retrain the employee at no
instructional cost to the employee or the employer. This guarantee is in effect for
a period of two years after graduation. (DTAE, 2004)

Ethical Technical College
The organizational structure of Ethical Technical College includes governance by
the State Board of Technical and Adult Education. The State Board consists of one
member from each congressional district in Georgia and five at-large members. The State
Board has elected to delegate a portion of its authority and responsibility to a local Board
of Directors. The Board of Directors represents business, industry, and the economic
development entities within the service area and is appointed by the State Board. Funding
for Ethical Technical College is determined by the General Assembly, the state
legislature of Georgia, as an allocation for the State Board. Each technical college
develops an annual budget at the local level that is presented to the local board for
recommendation to the State Board. Final approval for the institutional budget is granted
from the State Board. The budget for the Ethical Technical College for the 2003-2004
school year was in excess of $15 million.
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Ethical Technical College recorded unduplicated student enrollment of 5,282 in
the school year of2003-2004 and 4,794 in the school year of2002-2003 demonstrating
an ongoing increase in enrollment. This enrollment placed Ethical Technical College in
the center of the system's colleges in size. Ethical Technical College has grown from an
unduplicated enrollment of2,844 in 1998-1999 for an overall change of85.7% over a
six-year period. Ethical Technical College recorded a graduation rate of 43.2% for the
2001 Cohort year of students. The graduation rate reveals a small decrease from the 2000
Cohort year that had been 48.1 %. Ethical Technical College reported enrollment of
36.0% male and 64.0% female, with 81.8% of the students reporting their race or
ethnicity as white non-Hispanic, 10.7% black non-Hispanic, 4.0% Hispanic, 2.6% Asian
or Pacific Islander, .2% American Indian or Alaskan Native, and .8% race-ethnicity
unknown. Of 70 associate degrees awarded in the 2003-2004 year, 32.9% were in
business, management, marketing and related support services, 30.0% in computer and
information sciences and support services, 20.0% in security and protective services,
9.0% in mechanic and repair technologies, and 4.3% in health professions and related
clinical services. Federal grants were received by 22% of full-time students during the
2003-2004 school year, and 92% of the students were receiving state or local grants
(National Center for Education Statistics, 2005).
According to its web site, Ethical Technical College conducts its operation using
the following mission statement and vision:
To meet the changing educational and technological needs of the local
community, to promote and participate in the economic development of the
community, to minimize the barriers to the educational opportunities provided,
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and to improve the intellectual and technical skills of individuals. Instructors
provide adult literacy training, general academic and technical education,
customized business and industrial training, and continuing education services to
help build and maintain a competitive economy and to prepare area citizens for
access to high-skill, high-wage jobs.
The stated vision of Ethical Technical College includes the following:
Ethical Technical College is a postsecondary institution that provides
instruction in occupational disciplines, student development services, adult
literacy programs and services, continuing education for occupational
advancement and personal enrichment, and economic development services to
business and industry. It is an integral part of a seamless educational process.
Ethical Technical College offers technical and lifelong continuing
education to prepare the adult population for entry-level employment, jobpromotion opportunities, career change, retraining and upgrading of occupational
skills, or further educational pursuits.
In addition to the credit course enrollment listed above, Ethical Technical College
conducts an economic development program for customized training for companies. In
the 2003-2004 school year, the College served 265 companies with 747 courses. Over
15,000 employees were trained for a total of over 117,000 training hours delivered within
the school year.
Ethical Technical College also conducts programs in adult literacy. In the 20032004 school year, 6,761 students were enrolled with 3,392 of those being English as a
Second Language students. 4 79 GED diplomas were awarded to successful students.
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Ethical Technical College also profits from a foundation with the mission of
soliciting funds and donations to support the college and students. The foundation is
supervised by a board of trustees representing the eight-county service area. The
foundation coordinates donations of both monetary funds and equipment. The foundation
annually awards student scholarships: Over the last five-year period, the foundation has
received support for Ethical Technical College in the amount of$14,609,213.
The strategic planning process for Ethical Technical College was described as a
multi-level approach involving all the interested participants in its development and
implementation. The plan is based on five-year goals and objectives. The plan has been
aligned with the strategic plans of the DTAE and the State of Georgia but left with the
flexibility to ensure that the plan meets the needs of the local community.
The current strategic plan contains five long-range goals, and the following
components for each goal: performance indicators, desired long-term measurable
outcome, related objectives, and other information as needed. The five goals are (a)
student success through quality support services and technical programs, (b) access to
and awareness of technical education, (c) accountability through effective and efficient
management, (d) development of Ethical Technical College's internal workforce, and (e)
high-quality infrastructure for extended and enhanced services.
Ethical Technical College Administrators
Leaders of Ethical Technical College who were interviewed included the
President, Vice President of Administrative Services, Vice President of Instruction,
Director oflnformation Technology, and Job Placement Specialist. Of the five positions,
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their longevity varied from 3 years to 19 years, with four of the five having several years
of experience in other workforce institutions prior to Ethical Technical College.
The president of Ethical Technical College has held his position for the last three
years after serving as the president of another technical college in Georgia. The president
is well versed in the politics and realities of the Georgia system because his entire career
has been spent in the state. This president believes that his role is to be involved in
direction and goal setting for the administrators, faculty, and staff whom he directs. He
also views himself as the face of the institution. He believes that a large part of the job of
the president is to be visible to the community and to the state in representing Ethical
Technical College and its needs.
When asked to describe accomplishments of the institution of which the
individual was most proud, a number of items were presented including changing
people's lives by getting them the jobs they want and are trained to perform, 56% growth
in enrollment during the last three years, the 100% placement rate of the college last year,
the first technical college to completely network its operations, signature programs
unique to Ethical Technical College for the entire United States with the ability to raise a
significant amount of revenue from one program while meeting the unique needs of a
particular industry with national and international implications, and the powerful
relationship with the business and industry constituents ..
Curriculum for program development and implementation was described as
originating from college-level development of a curriculum proposal which is then
presented to a state committee on curriculum and instruction comprised of various vice
presidents of instruction at technical colleges. Recommendations that emerge from this
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committee are presented to the President's Council for processing. The President's
Council is made up of the presidents of the technical colleges across the state. If the
recommendation passes through the President's Council, it is then presented to the State
Commissioner who makes a decision regarding its presentation to the State Board.
Although the process has several levels of approval, the administrators described it as
efficient.
The administrators discussed the degrees that are allowed at this college as
nontransferable. The degree issued is the Associate of Applied Technology. By limiting
the degree to this nontransferable degree, competition with the University System
institutions is reduced and the focus of the technical colleges remains with the technical
education needs. Articulations with other colleges can be completed on an individual
basis for individual programs; however, the college does not market those programs or
itself as a college that supplies transferable degrees. Marketing of a transferable degree
would be a violation of the mission as approved by the State Board.
Ethical Technical College administrators reported that instructional delivery
methods are chosen at the discretion of the college. At this institution, administrators
discussed the fact that instructional delivery is inconsistent across campuses, which is
sometimes confusing to students.
Accountability for Ethical Technical College was reported by the administrators
as very prescribed and defined in terms ofwhat is reported to DTAE on a specified
timeline. The vice presidents also described their assignments to individual local board
members. The local board works in a subcommittee system with each member having
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responsibility for specific locations or operations. These board members communicate to
the rest of the board the specific areas presented to them by the vice presidents.
When asked to describe the three most useful outcome measures, Ethical
Technical College leaders were amazingly consistent, perhaps due to the fact that almost
all of the outcome measures mentioned are required by the state. Job placement rates
were included in the list of all five leaders, graduation rate was included by three, and the
other outcomes measures included the following: student retention rates, participation in
program advisory committees, donations, licensure passing rates, enrollment, credit hours
as generated by instructor and program, income from noncredit efforts, and warranty
claims for deficient competency training. As stated above, most of these measures are
already reported according to requirements of the state, the accrediting agency, or the
technical college, and each of the leaders reported that for almost all ofthe measures,
Ethical Technical College has been recording favorable rates with consistent
improvement. The only measure that was perceived with a decreasing performance was
involvement with advisory committees. Other measures that some of the educational
leaders expressed a desire to have available were comparison statistics. One request was
the comparison between programs at different technical colleges and another was
comparison between campuses at Ethical Technical College.
The strategic plan for Ethical Technical College, as described by these school
leaders, is a requirement that is addressed every five years. The plan is updated annually
but typically just for minor modifications. The entire strategic plan is redeveloped every
five years. Other than the president, the rest of the interviewed administrators have not
perceived it, and do not believe that the employees deem it, as relevant to the everyday
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operation of the institution. The most valuable section of the plan to these leaders was
facility development and planning. The president described the strategic plan as very
important to the administration of the college but acknowledged that the plan is less
relevant to most employees.
The organizational and governance structure for Ethical Technical College is that
of the DTAE with a State Board, Commissioner, local Board and College President. Of
the five people interviewed, all believed that the structure was working for Ethical
Technical College. They reported that the local Board of Directors possesses an accurate
knowledge and understanding of the college because the Ethical Technical College
administrators educate them on a regular basis. It was further stated that the State Board
received information on an ongoing basis, which allows members to stay up-to-date and
informed concerning the progress of Ethical Technical College. A description of this
organizational structure ofthe technical colleges of Georgia was presented as follows: the
Governor appoints the State Board, the State Board appoints the local board, and the
president of the college deals with the local board as a policy development group for
areas such as program approval, calendars, and admissions for certain programs. The
local board cannot make policies other than those delegated from the State Board. The
president explained that he recommends the members of the local board to the State
Board for approval.
The president is not required and does not generally participate in meetings with
the State Board although he attends if there is a topic of concern for his college. The
president, all of the vice presidents, and some of Ethical Technical College's directors
attend the local board meetings.
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The stated advantages ofthe system were described as the ability to make local
decisions on appropriate issues such as budget preparation and information technology,
the consistency that is enforced from the State Board level for all technical colleges, the
clarity of missions for both technical colleges and community colleges, and the flexibility
available to the technical colleges separate from the community colleges, universities,
and public school districts. The president defined the biggest advantage of the Georgia
organizational structure as the fact that occupational education is a free-standing
component within the state government and as such is able to respond quickly to the
needs of business and industry on a statewide basis. The lack of academics as the central
focus of the system enables the needs of the business and industry world to stay at the
center of the focus without getting bogged down in the educational world.
The school leaders described some of the limitations or disadvantages of this
organizational system as lengthy decision-making due to the red tape of the system, the
difficult demand for SACS accreditation for some colleges, no mandated statewide
articulation agreements, and the inability to automatically transfer courses to the
university system institutions. One comment was made that even problems with the
budget and financing in recent years are not a problem of the system, but of the economy.
The administrator stated that funding is an issue regardless of the organizational structure
in place.
One concern expressed by two of the administrators was the lack of updating or
development oflocal policies and regulations. Apparently as the system transformed into
the current operation, state policy was adopted at the local level and former local policy
was discarded. Some of the college administrators expressed the opinion that the college
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could be served well by examining the need for the development of some additional local
policy.
Some of those interviewed expressed unease with the communication to faculty
and staff as to the policy and directives of the president and his administration.
Additionally, three of the administrators stated the position that several departments of
the college are understaffed and need to be reevaluated in terms of job responsibilities
and lack of manpower.
One administrator recalled the conversion of the technical institutes to technical
colleges as having radical effects on technical education in Georgia. For the first time all
of the technical colleges operate under the same standardized set of operating policies
with the same standardized curriculums. He also believes that the change to state
governance resulted in the perception of ownership of the system and the individual
technical colleges by the state legislators. This ownership has made them more
responsive to providing funding for the facilities and the operating costs, particularly as
each legislator monitors the funding allocated to the technical college in his or her area of
constituency. In the opinion of the interviewed educator, most of the local school boards
willingly gave up control of the technical colleges for several reasons, but primarily
because the school district no longer had to divert some of their local funding into the
technical college.
One position that was universal in these five interviews was the belief that
Ethical Technical College is one of the premier technical colleges in Georgia and that
they readily pursue new and unique programs. There is a strong conviction that Ethical
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Technical College will continue to live up to its reputation as the college that will try
programs first and perform well.
Ethical Technical College Summary
The organizational and governance structure for Ethical Technical College is that
of the DTAE with a State Board, Commissioner, local Board and College President. The
advantages of the system included the following: ability to make local decisions on
appropriate issues, consistency enforced from the State Board level for all technical
colleges, clarity of missions for both technical colleges and community colleges, and the
flexibility available to the technical colleges, and occupational education as a freestanding component within the state government able to respond quickly to the needs of
business and industry on a statewide basis. The lack of academics as the central focus of
the system enables the needs of the business and industry world to stay at the center of
the focus. Some of the limitations or disadvantages of this organizational system included
lengthy decision-making, demands of SACS accreditation, non-mandated state wide
articulation agreements, and the lack of transferability of courses. The conversion of the
technical institutes to technical colleges had radical effects on technical education in
Georgia. For the first time all of the technical colleges operate under the same
standardized set of operating policies with the same standardized curriculums. The
change to state governance resulted in the perception of ownership of the system and the
individual technical colleges by the state legislators. This ownership has made them more
responsive to providing funding for the facilities and the operating costs, particularly as
each legislator monitors the funding allocated to the technical college in his or her area of
constituency. Overall, this system appeared to be well accepted by Ethical Technical
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College staff while producing successful outcome measures. The next institution,
Trustworthy Community College, operates with a system of reverse emphasis to Ethical
Technical College, with a strong local governing board supported on a more limited basis
by state level administrative representation.
Case 3: Community College
Trustworthy Community College from Florida operates its main campus in an
urban seaside area but also serves two additional counties through a total of four campus
locations. Trustworthy Community College, like several others in Florida, has been in
existence since legislation of 1957 created a master plan for the creation of Florida's
community/junior colleges.
The Florida Community College System
The selected community college is a member of the Florida Community College
System. The Community College System originated from a report to the Florida
legislature in 1947 recommending that junior colleges be an operational component of the
local school system. This report resulted in the Minimum Foundation Program under
which five junior colleges were created or converted into the system within a two-year
period. In 1957, after the publication of The Community Junior College in Florida's
Future, the state legislature accepted the publication as its master plan and authorized an
additional six new colleges. The plan called for a total of28 colleges, which would be
placed within commuting distance of99% of the population. The legislature also
approved statutes that would allow the colleges to begin a separation from the local
school programs with the establishment of the Division of Community Colleges, although
they all remained under the governance oflocal school boards. In 1961, the colleges
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began a legislative push to grant them the authority to become separate legal entities from
the local school boards. That action was granted in the 1967-68 fiscal year by the
legislature. Community colleges were released from the jurisdiction of the local school
boards and established locally autonomous boards of trustees to govern each of the
colleges. At this time several school districts elected to maintain the designation of
vocational/technical education provider and the dual delivery system of community
colleges and technical centers emerged. In 1983, the State Board of Community Colleges
was created to replace a Community College Coordinating Board. The State Board was
intended to oversee and coordinate the community colleges, not to govern them, as that
responsibility continued to belong to the local Board of Trustees. The Florida Education
Governance Reorganization Act of 2000 was created in response to a state constitution
revision approved by the voters in 1998. The intent of this legislation was to create a
seamless K-20 educational system. This and succeeding legislation resulted in the
elimination of the State Board of Community Colleges and the creation of a Florida
Board ofEducation, which oversees all levels of public education in Florida. The Florida
Board appoints a Commissioner ofEducation as well as Chancellors for the K-12 system,
the University system, and the Community College system (Wattenbarger and Albertson,
2004).
The mission of Florida Community Colleges according to the web site for the
Florida Department of Education, Florida Community Colleges and Workforce Education
(2004) was
Increase the proficiency of all students within one seamless, efficient system, by
providing them with the opportunity to expand their knowledge and skills through

104
learning opportunities and research valued by students, parents and communities,
and to maintain an accountability system that measures student progress toward
the following goals:
A. Highest student achievement
B. Seamless articulation and maximum access
C. Skilled workforce and economic development
D. Quality efficient services
According to Borden and Brown (2005), 15 Florida community colleges have
been among the top 100 in the country in producing associate degrees for the 2003-2004
academic year. The ranking demonstrated the strength of the colleges in the Florida.
The Florida Community College System consists of 28 colleges on 52 campuses.
The colleges employed over 44,000 in the fall of 2004. During the 2004-2005 school
year, the colleges received general revenue funds from the state of $849 million as well
as $99 million in lottery funding. The colleges generated in excess of $459 million in
student fees during the same year. In the 2003-2004 school year, the community college
system recorded an unduplicated student count of 816,290. Of this total, 173,261 enrolled
in continuing workforce education, 136,177 were in college and vocational preparatory
programs, 78,225 students enrolled in associate in science degree programs, 58,188
students were in adult basic and secondary programs, and 30,326 students were enrolled
in vocational certificate programs. Of the degrees and certificates awarded in 2003-2004,
over 50% were either Associate in Science degrees or Vocational and College Credit
Certificates.
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Trustworthy Community College
The organizational structure of Trustworthy Community College includes
governance by a local Board of Trustees appointed by the governor. Funding for
Trustworthy Community College is determined by state legislative allocation each year
based on a predetermined formula for use by the community colleges. Trustworthy
Community College is required by state directive to collect student matriculation fees to
cover specified percentages of the costs of the programs. Funding for academic and
workforce programs are blended into a single allocation providing Trustworthy
Community College the opportunity to make expenditure decisions at a local level.
Trustworthy Community College recorded unduplicated student enrollment of
10,390 in the school year of2003-2004 and 10,186 in the school year of2002-2003,
demonstrating an ongoing increase in enrollment. Trustworthy Community College
recorded a graduation rate of 33.6% for the 2001 Cohort year of students. The graduation
rate reveals an increase from the 2000 Cohort year, which had been 28.8%. Trustworthy
Community College reports enrollment of 41.2% male and 58.8% female with 80.9% of
the students reporting their race or ethnicity as white non-Hispanic, 10.8% black nonHispanic, 2. 7% Hispanic, 2.5% Asian or Pacific Islander, .6% American Indian or
Alaskan Native, and 1.9% race-ethnicity unknown. Of 679 associate degrees awarded in
the 2003-2004 year, 73.8% were in liberal arts and sciences, 14.0% in health
professions, 6.0% in engineering technologies, 1.8% in business, management, marketing
and related support services, and 1.5% in family and consumer science programs. Thirtyfive percent of full-time students were receiving federal grants during the 2003-2004
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school year and 58% of the students were receiving state or local grants (National Center
for Education Statistics, 2005).
Trustworthy Community College operates with the vision of "Building a better
future ... one life at a time." The mission of Trustworthy Community College includes a
commitment to high-quality, affordable educational, training, and enrichment programs.
The mission also describes a positive leadership and partnership role to meet the
changing needs of a diverse population of learners, working with local, state, and national
entities to identify, prioritize, and address needs. High standards are meant to foster a
climate of excellence with access and opportunity to all. Trustworthy Community
College strives to provide a supportive, personalized environment for maximum student
achievement.
Institutional effectiveness at Trustworthy Community College is a formalized
procedure with dedicated staff to address its components. Trustworthy Community
College has published an annual operational plan since the late 1970s, but in the 1990s
the state legislature mandated that community colleges begin the process of performancebased funding and budgeting. This mandate resulted in significant changes in the process
of accountability and planning to include the following factors: alignment of the
institution plan with the state plan, identification of strategies for achieving goals related
to state-adopted student outcome measures, and identification of ongoing indicators
specific to the institution.
Strategic planning is an ongoing component of Trustworthy Community College
as well. The college president chairs the Assessment and Strategic Planning Council
(ASPC) with membership representing all factors of the college's employees as well as
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students. The ASPC reviews both internal and external trends and concerns in making
recommendations for the future of Trustworthy Community College. The components of
the strategic plan as completed each year are Trustworthy Community College's vision
and mission statements, strategic goals, and strategic imperatives as associated with each
goal.
The Board of Trustees is comprised of 10 community leaders appointed by the
Governor representing the geographical areas served by Trustworthy Community
College. The Board of Trustees is empowered with the authority to govern the college
and make policy decisions appropriate to the college's mission and educational programs
within the law and rule of the State Board of Education. The Board meets on a monthly
basis under the rules of government in the sunshine with open meetings and records.
Trustworthy Community College also proudly acknowledged its foundation,
originally incorporated in 1967, as a very active and essential component in the success
of the school. The foundation includes more than 1,000 members and has generated an
endowment of over $13 million that is primarily used for scholarships for students.
Trustworthy Community College Leaders
Leaders of Trustworthy Community College who were interviewed included the
President, Chair of the Business Division, a member of a program advisory committee,
Coordinator of the WorkForce Center representing the regional workforce development
board, Vice President of Administrative Services, Coordinator of Institutional Research,
and Dean ofWorkforce Education.
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The president of Trustworthy Community College has a long history at his school,
dating back to his student enrollment and student government experiences. He is one of
the longest-standing presidents of the Florida community colleges.
One common response from all interviewed personnel was that there was a great
deal of pride in Trustworthy Community College repeatedly producing a ranking of first
or second in the state in terms of academically prepared students leaving the institution.
Another common source of pride is the extent to which the community, primarily through
the Foundation but also in terms ofvolunteerism and advisory assistance, supports
Trustworthy Community College. An additional source of pride was related by the
president as he addressed the issue of funding of Trustworthy Community College and
noted that in his opinion the community colleges in Florida have been very well funded.
He stated that Trustworthy Community College has never experienced a reduction in
force and is able to carry a reserve of three to four million dollars on a $25 million
budget.
These Trustworthy Community College leaders have been employed by the
College for varying lengths oftime ranging from 4 to 24 years, with four of these
individuals having over 20 years each and the remaining three having less than 10 years
each. This difference in longevity appears to correlate with perception about the
administrative functions of Trustworthy Community College. The senior leadership
personnel expressed confidence in the current administration and Board of Trustees - that
the way things have been done is the correct way and should continue. The junior
leadership personnel, to an individual, each stated concerns with the current system in
terms of maintaining a "good ole boy" mentality or at least a reluctance to consider
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flexibility or new ideas. It was of note that while each leader felt comfortable addressing
the president by his first name, they were equally uncomfortable talking to any board
member without informing the president of the incident. One leader felt that Trustworthy
Community College had grown its own leadership for so long that there is a perception of
a closed environment that could possibly be alleviated by a national search when the
current president retires.
At Trustworthy Community College curriculum and program decisions are made
at the Board of Trustees level after data gathering and presentation by staff. The state has
a common course-numbering system for community colleges, and new programs are
aligned with the state system. New programs, not yet a part of the common coursenumbering system, must be submitted to the state for approval and course number
assignment. Guidelines are provided from the State Board of Education, but it is really
the prerogative of Trustworthy Community College to establish its own mission and
policies such as those for program delivery and development and program instructional
delivery methods. Generally the process for policy development or review is initiated
through one of several faculty and staff councils dependent on the topic, followed by
presentation to the administration and final presentation to the Board of Trustees for
approval.
Assessment and accountability are considered part of the same system for
Trustworthy Community College. Each leader discussed data which must be provided to
the state on a prescribed time frame and which is assembled and compared to other
community colleges in the state. However, each of the interviewed leaders also discussed
data that they would like to have available but are not currently or adequately collected.
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Some of these areas include the transfer rate and success of the Associate of Arts
graduates, retention rate of students, and completion rates for all programs.
The outcome measures presented as the most useful by these leaders included
transfer rates to state schools, licensure passing rates, program completion rates, student
engagement measured by retention rates, job placement data, academic competence of
the students at the time they leave the college, vocational competence of students when
they complete a program and customer satisfaction. For most of the suggested outcome
measures, the leaders stated that other than within workforce education programs, there
are relatively little collected data, and for data which are collected there is seldom a
minimum level of expected performance. The result of low levels of expectation is that
there is little consequence if the performance is not met. However in the case of
Trustworthy Community College, the leaders believe that the students of the past have
been successful without an accountability system in place to measure their success.
Each Trustworthy Community College leader indicated that the organizational
and governance system in place with the local governor-appointed Board of Trustees is
working and effective. They repeatedly pointed out the following advantages of the
Board of Trustees system of governance: (a) members are local residents who have been
sufficiently active in their specific communities to deserve the recognition by the
governor, (b) appointment removes the stress of political election and pressure from the
individual board members, and (c) the members are well grounded in the community.
Administrators also stated that the system of having the Board appointed by the governor
resulted in making the appointments prestigious and therefore desired by influential
citizens of the area. The board has therefore been comprised of prestigious and politically
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influential individuals who have worked to the advantage of Trustworthy Community
College. Possible limitations of the system were reported as (a) appointment of political
cronies of the governor, (b) undue pressure from the governor on board members, (c)
appointment ofuninterested or uninformed members, (d) board members could ask for
preferential treatment in hiring or admissions, and (e) removal or appointment ofboard
members due to changes in the governor's office. It was also stated that none of these
limitations have occurred in this case.
The administrators are very strong supporters of the governance structure
currently in place with the Board of Trustees holding the autonomous position of
governing the college. The president stated however that the real possession of power lies
with the controller ofthe funding and that control is in the state legislature. The
relationship between the staff and the Board is through the president although there is
often direct communication between other members of the college and board members;
the president must approve it. Board meetings are open to all and the president, the
executive vice president, the vice president and the dean of business affairs all sit at the
table with the board. Other faculty, staff members, and students are also present to
represent various councils that are organized to represent all facets of the college
community.
Each of the administrators discussed the existence of the school's strategic plan
and the process of its development and review. The Assessment and Strategic Planning
Committee is chaired by the president and has representation from all factors of
Trustworthy Community College. However, most of the leaders stated a belief that the
strategic plan was most relevant for the top leadership of Trustworthy Community
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College and was likely considered more irrelevant for those lower in the system. At least
one administrator proposed that the relevance could be increased if the plan were made
applicable within the evaluation process of Trustworthy Community College's
employees.
Trustworthy Community College Summary
The organizational structure of Trustworthy Community College includes
autonomous governance by a local Board of Trustees appointed by the governor with
administrative representation in the Department of Education for all community colleges.
The organizational and governance system in place with the local Board of Trustees is
apparently working and effective. The advantages of the Board of Trustees system of
governance include (a) local resident board members, (b) removal of some ofthe politics
of elections, and (c) board members well-grounded in the community. The system of
having the Board appointed by the governor resulted in making the appointments
prestigious and therefore desired by influential citizens of the area. Possible limitations of
the system included (a) appointment of political cronies ofthe governor, (b) undue
political pressure on board members, (c) appointment of uninterested or uninformed
members, (d) unethical or inappropriate requests from board members, and (e) removal or
appointment of board members due to changes in the governor's office. One reality of
this system was that the real possession of power lies with the controller of the funding,
and that control is in the state legislature. The last institution studied was Integrity
Community and Technical College, which like Ethical Technical College operates with
both a local board and state board in place.
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Case 4: Community and Technical College
Integrity Community and Technical College is located in the mountains of
Kentucky and serves several communities where mining is the primary employment
opportunity and bluegrass music and Appalachian art are core to the development of the
community.
The Kentucky Community and Technical College System
Community and Technical College is a member of the Kentucky Community and
Technical College System (KCTCS). A 14-member Board of Regents governs KCTCS.
The governor appoints eight members; faculty, staff and students in the technical and
community colleges elect six, two from each area. The Board of Regents appoints a
system president and chancellor.
In May 1997, the Kentucky Postsecondary Education Improvement Act of 199 7
(House Bill 1) created the Kentucky Community and Technical College System. House
Billl brought together the technical colleges and the community colleges under one
governing board, the Board of Regents. Previously the community colleges had been
governed and operated by the University of Kentucky, and the Kentucky Workforce
Cabinet had governed the technical colleges.
The keystone of the Kentucky Community and Technical College System is
considered to be its strategic planning process. Strategic planning serves as a connection
in decentralized decision making (Conley, 1994). Because the KCTCS operates with a
complex system of a Board of Regents with staff governing 16 community and technical
college districts each with its own local board and staff in addition to the statewide
Council on Postsecondary Education, the system is challenged to achieve clear
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communication of decision-making responsibilities. Unless there is a well-defined and
implemented strategic plan, the system may have difficulty maintaining effective
operations. The KCTCS Strategic Plan as originally constructed focuses on serving the
educational and training needs of the state through four agenda items: collaboration,
accreditation, retention, and effectiveness. The KCTCS plan is built on a framework that
encourages collaboration among the System's colleges as they reach out to current and
prospective students, business and industry leaders, community groups, and educational
entities to make higher education accessible and beneficial to its stakeholders. KCTCS
made a commitment to consistent excellence to have all of its colleges accredited under
the Commission on Colleges of the Southern Association of Colleges and Schools
(SACS). The system further viewed retention as a key component in achieving its
enrollment goals to double the student enrollment between 1998 and 2020. The last
agenda item for KCTCS was efficiency in the use of all resources whether fiscal,
physical, or human.
As viewed in the system's strategic plan, the vision of the KCTCS is to create, by
2020, a comprehensive community and technical college system recognized as the
nation's best. The mission of the KCTCS is stated as follows:
To improve the quality oflife and employability of the citizens ofthe
Commonwealth by serving as the primary provider of the following
postsecondary education programs, training and services:
•

Certificate, diploma, technical degree, associate degree, and transfer
programs
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•

Workforce training to meet the needs of existing and new business and
industries

•

Remedial and continuing education

•

Short-term, customized training for business and industry

•

Adult education

•

Associated services

Additionally the strategic plan lists the values of the KCTCS as the following:
•

Mission-driven goals

•

Quality programs and excellence in teaching

•

Student success and lifelong learning

•

Open access with responsive delivery

•

Positive culture with trust, respect and open communication (Kentucky
Community and Technical College System, 2005)

In the summer of2005, the KCTCS Board of Regents approved the 2006-2010
Strategic Plan with no change in the mission or values but adding goals to promote
excellence in teaching and learning, increase student access and success, expand diversity
and global awareness, and enhance the economic development of communities and the
Commonwealth. To measure the success of achieving these goals the Board of Regents
also adopted thirteen core indicators with one- and five-year targets for each
measurement.
The KCTCS has demonstrated significant enrollment growth in recent years,
although that growth has slowed considerably in the last two years. The system had
exhibited growth of students in credit programs ranging from 6% to 21%, but the fall of
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2004 showed growth of less than 1% and the fall of 2005 revealed an enrollment increase
of approximately 2. 7%. Any increase in credit enrollment was a surprise to the system
however, after experiencing four state funding cuts in three years. According to Dr.
Michael McCall, KCTCS president, these types of cuts often result in limited programs
and services (KCTCS News Release, 2004).

Integrity Community and Technical College
The selected community and technical college is a public comprehensive
community college accredited by the Commission on Colleges of the Southern
Association of Colleges and Schools. In the fall of 2002, the college maintained an
unduplicated student count of just over 4,000. That measure had fallen for the beginning
of the 2003 school year with 3,828 students and the total enrollment for the school had
dropped to 3,802 in the fall of2004 (Kentucky Community and Technical College
System, 2005). Integrity Community and Technical College reported enrollment of
40.2% male and 59.8% female with 88.6% of the students reporting their race or ethnicity
as white non-Hispanic, 1.3% black non-Hispanic, .3% Hispanic, .2% Asian or Pacific
Islander, .1% American Indian or Alaskan Native, and 9.6% race-ethnicity unknown. Of
306 associate degrees awarded in the 2003-2004 year, 39.5% were in liberal arts and
sciences, 22.6% in health professions, and 10.1% in multi or interdisciplinary studies.
Federal grants were received by 82% of full-time students during the 2003-2004 school
year and 66% of the students were receiving state or local grants. For the cohort year
2001 (all first-time full-time degree or certificate seeking students that began in the stated
year) .9% graduated within 150% of normal time to completion. From the 2001 cohort
group, 11.8% transferred to another institution without graduating; therefore 87.3% of
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this cohort group either withdrew from school or were still enrolled beyond 150% of the
normal completion time (National Center for Education Statistics, 2005).
According to its web site, Integrity Community and Technical College operates
under the following mission statement:
Integrity Community and Technical College delivers accessible, high-quality
education by providing academic programs, technical education, and training in a
learning-centered environment. The College provides learners with varied
experiences while supporting their transfer to other colleges and universities;
training for employment; entrepreneurial, economic, cultural, and leadership
opportunities; and collaborative efforts with other schools and institutions.
Integrity Community and Technical College values excellence in teaching,
lifelong learning , and service with the highest regard for ethics and the dignity of
work, the heritage of Appalachia, and a shared appreciation for cultural diversity.
In April of 2005, Integrity Community and Technical College reported academic
student enrollment of 3,500 with 366 degrees, 106 diplomas, and 590 certificates
awarded. The academic programs were identified as associate degree programs to include
associate in arts, associate in science, 12 associate in applied science degrees; 16 diploma
programs; and over 100 certificate options. The faculty included 122 full-time faculty
members and 127 part-time. At least five new programs were identified as being
implemented within the past year, along with significant growth in distance-learning
programs, and projections for the next five years include six new programs planned for
implementation and one new education site.
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Integrity Community and Technical College Leaders
Interviewed administrative positions of Integrity Community and Technical
College staff included the President, Vice President of Academic Affairs, Vice President
of Business Affairs, and Director of Institutional Planning, Research, and Effectiveness.
The President of Integrity Community and Technical College had only been in his
job for a relatively short period at the time of the interview. His knowledge of the
KCTCS and its operation was extensive and accurate as compared to the KCTCS web
site. Integrity Community and Technical College has patterned most of its operations in
the same format as the state system and places a great deal of emphasis on its strategic
plan and accompanying accountability measures.
The remaining three college leaders were present at the school throughout the
conversion of the school to the KCTCS system and the merger with the technical college.
In two of these interviews, the individuals mentioned that the creation of the KCTCS
forced the community colleges to leave the governance structure under the University of
Kentucky. Neither of these individuals was in favor of the move at the time. These
professionals believed that the recognition of being affiliated with the University of
Kentucky was more advantageous to the community colleges than could be attained
separately. One of the individuals chose to remain an employee of the University even
within the new system, an option made available to employees at the time of the
transition. They both now state that the structure of KCTCS is working and has allowed
the community and technical colleges to focus on the needs of communities with
emphasis on workforce development issues. One interesting observation made was that
all of the fonner administration of the technical college resigned at the time of the
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merger. The administrators described turmoil early in the process of consolidation, but
believe that over time the separate faculties have aligned themselves as one.
One of the vice presidents made reference to the fact that the conversion seems to
have been successful although there was some concern from the Southern Association of
Colleges and Schools (SACS) in reference to the power of the Board of Regents versus
the power of the local Board of Directors for each school. The only two limitations of the
KCTCS described were that the process meant that everything was new and had to be
developed or created and secondly, the complexity of the system and its layers delay
decision-making processes --but that was also viewed as a possible advantage in
providing ample time for development and research before undertaking a project.
Integrity Community and Technical College operates with the governance and
permission of the system including the Board of Regents and the Council on
Postsecondary Education (CPE). The local Board of Directors has three assigned areas of
responsibility and authority: evaluate the president, approve the college's 'Strategic plan,
and approve the college's spending priorities. The staff oflntegrity Community and
Technical College is very active and involved with the work of the local Board of
Directors. The staff, however, has little to no direct interaction with the Board of Regents
or CPE other than providing required reports to the system president.
In reference to the Board of Directors, all four administrators stated a belief that
the Board possesses accurate knowledge and understanding of the college. All four also
interact regularly with the board members delivering reports and making presentations as
requested or required.
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All four administrators related the processes for each of their jobs in relation to
the system requirements as well as local requirements. The administrators obviously
know the details of their positions and apparently execute them well even though the
complexity of many of the activities related was sometimes described as daunting and
frustrating. The system was described as circular with the development of policies,
curriculum and other pertinent areas progressing from local committees to state
committees to the system president's leadership team made up of the 16 community and
technical college presidents with the system president and his cabinet. Recommendations
from the president's leadership team are then presented to the Board of Regents for
approval which completes the circle back to the local community and technical college.
Integrity Community and Technical College administrators believe in the openness of the
system and the ability of all of the college presidents to politick for their own positions
when they chose to do so.
The mission of Integrity Community and Technical College is developed as part
of a defined official process as reported by the administration. The mission was first
developed locally, presented to the local Board of Directors, and then taken to the Board
of Regents for approval.
The outcome measures related by these individuals as most useful in judging the
effectiveness of the school were similar and could be grouped as follows: the success of
the students (retention rate, course completions, enrollment), follow-up of students after
completion (credentials awarded, number of graduates, job placement), and level of
community change or influence (economic development, change agent for community
involvement). As to the progress oflntegrity Community and Technical College in these
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outcome measures, the verbal reports were similar. Enrollment had grown significantly
for a few years but then leveled off and declined in the last two years; retention rates,
however, have improved through a concentrated effort on the part of the college to
provide assistance to students with problems. The number of graduates has risen
dramatically in recent years; however the staff attributed much of that growth to the
inclusion of the certificate programs from the technical campus, which do not require the
extensive academic longevity of the degree programs. It was also reported that the
college and the state do a relatively poor job of tracking the graduates after they exit.
However, the comments in regard to community influence were consistently positive and
enthusiastic. Each member of the college administration had numerous recollections of
positive changes in several of the communities in which the college is located and these
activities were recalled with pride.
The president and administrators related a very involved process to create
Integrity Community and Technical College's strategic plan. This process has been
designed to receive input from all the groups of employees and students at the college
and is intended for use by all in an ongoing basis including through the Planning,
Performance, and Evaluation (PPE) Form for employees. The current state system of
strategic planning is new and requires core indicators, measures, and targets to be
reported to the state from each college to show the accomplishment and comparison of
each college toward the goals of the state plan.
The strategic plan was reported by each administrator as a central and vital
component to the operation of the school. The role of each individual was discussed
thoroughly with emphasis being placed on its role in the evaluation process for the
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employees of the college. It was very clear that the strategic plan is of great importance to
the president of the college as well as required by the KCTCS. Each administrator also
reported that all members of the faculty and staffhave an active role in the strategic plan,
both in its development and its implementation. It was acknowledged however that many
of the staff might believe that they have been over-saturated with the process.
Integrity Community and Technical College Summary

Integrity Community and Technical College operates with the governance of the
Board of Regents and the Council on Postsecondary Education (CPE). The local Board of
Directors has only three assigned areas of responsibility and authority. The advantage of
the local board structure of KCTCS is that it has allowed the community and technical
colleges to focus on the needs of communities with emphasis on workforce development
issues. The limitations of the KCTCS included the relative newness of the process,
redeveloped or new policies which may be unknown or unavailable, lengthy decisionmaking process, and the complexity of the system. Some concern from the Southern
Association of Colleges and Schools (SACS) existed but was overcome during the
transformation of the system in reference to the power ofthe Board of Regents as
dominant over the power of the local Board ofDirectors. The institution-level staff is
very active and involved with the work of the local Board of Directors, but has little to no
direct interaction with the Board of Regents or CPE. The system was described as
circular with the development of policies, curriculum and other pertinent areas
progressing from local to state to the Board of Regents for completion of the circle back
to the local community and technical college. While the system is viewed internally as
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working, the outcome measures ofthe institution do not illustrate the success of some of
the other workforce institutions.

Cross-site Quantitative Data Comparisons
In an effort to compare and contrast the four workforce education institutions,
descriptive statistical data reported to the National Center for Education Statistics through
the Integrated Postsecondary Education Data System (IPEDS) was obtained for
examination. The data elements used were gathered for the last five availa1le years in the
areas of enrollment and completion or number of credentials awarded, and comparative
student costs. The reason for choosing these particular outcome measure data is that
while all of the measures presented in Table 3 have relevance in representing the
effectiveness of the schools, the outcome measures of completion rates, job placement
rates, and enrollment data are the three most commonly used and accepted outcome
measures for this purpose. Licensure pass rates were the next most commonly accepted
outcome measure in use at these schools. Job placement rates and licensure pass rates
were not available for all of the institutions through the IPEDS report and are therefore
not presented here but are discussed in terms of local reporting.
Each institution reported enrollment data for a 12 month period as an
unduplicated student count. As seen in Figure 1, the enrollment patterns have varied
considerably at each of the selected schools. Trustworthy Community College, which has
had the largest enrollment, has been fairly stable in recent years. Ethical Technical
College began as the third largest institution but has demonstrated very significant
growth, ending as the second largest institution among the selected schools. Both
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Reliability Technical Center and Integrity Community and Technical College have
recorded a progressive decline in student enrollment.
Figure 2. Twelve-month unduplicated enrollment.
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The IPEDS reports also record the number of credentials awarded by each
institution within a school year. Figure 2 demonstrates the comparative number of
credentials awarded over a five-year period. The greatest numbers of credentials were
awarded throughout by Reliability Technical Center. However, the number of Reliability
Technical Center credentials awarded declined in relation to a corresponding decline in
the enrollment at Reliability Technical Center shown in Figure 1.
Figure 3. Completion data
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As shown in Figure 2, enrollment data at each of the four schools revealed very
different patterns. The largest of the schools, Trustworthy Community College, has
maintained its enrollment level over the five recorded years with little increase or
decrease. Reliability Technical Center has reported significant declining enrollment over
five years. Integrity Community and Technical College demonstrated very significant
growth just after the transition to the consolidated system, but in the last two years
exhibited a decline in student enrollment. Ethical Technical College is the only school to
demonstrate ongoing growth in student enrollment over a five-year period, with
significant growth in the last three years.
When a comparison is made of enrollment to completion or credentials awarded
as seen in Figure 4, it is observed that Reliability Technical Center and Ethical Technical
College have a much higher ratio of student enrollment to student completion than
Trustworthy Community College or Integrity Community and Technical College.

Figure 4. Enrollment to completion ratio
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According to the National Center for Education Statistics, the data in Table 1
were submitted from each of the institutions as the average cost of tuition and fees for in-
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state undergraduate students over the previous five years. These data enable a comparison
of the cost ofworkforce education to the student at each of the institutions.
Table 2
Comparative Tuition Costs per Student.
Institution
Trustworthy Community College

2000

2001

2002

2003

2004

1,325

1,420

1,558

1,672

1,750

Reliability Technical Center

1,485

1,554

1,574

1,683

1,772

Ethical Technical College

1,014

1,062

1,098

1,137

1,173

Integrity Community and Technical
College

1,230

1,530

1,920

2,370

2,760

In reviewing Table 2, the most extreme change in costs of education to the student
has occurred at Integrity Community and Technical College, with an increase in the
tuition and fees from the 2000 school year to the 2004 school year of over 124%. While
all four of the institutions have shown an increase in the cost to student over this five-year
period, the other three schools have changed considerably less. Trustworthy Community
College adjusted its student costs by slightly over 32%, Reliability Technical Center by
approximately 20%, and Ethical Technical College by approximately 16%.
Relationships ofData to Research Questions
The data of this study produced comparisons among the institutions and findings
to address the research questions which were the origin of the work. This study was
undertaken to find answers to two questions: (a) Does organizational structure influence
specific outcome factors for and between selected workforce education institutions and
(b) Does organizational structure influence the processes and operations of workforce
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education institutions as reflected through a comparative policy analysis of the selected
workforce education institutions? Each of these questions produced a series of sub
questions. I will analyze the data using the sub questions because they collectively form
the basis for the answers to the major questions. The answers to the sub questions will be
explored first beginning with a description of any relationships between organizational
structures and specific outcome measures.
Essential Institutional Outcome Measures
Determining the specific outcome measures considered essential by each
institution was one of the key components of this study. Each person interviewed was
asked to list the outcome measures that he or she considered most effective in judging the
effectiveness of their school. Table 3 demonstrates the most commonly described
outcome measures during the course of this study.
Table 3
Essential Institutional Outcome Measures
Outcome Measures

Completion Rates
Job Placement Rates
Enrollment Data
Licensure Pass Rates
Community Action
Attrition/Retention Rates
Return of Students
Financial Stability
Warranty Claims
Customer Satisfaction
GPA ofTransfers

Trustworthy
Community
College

Reliability
Technical
Center

Ethical
Technical
College

X
X
X
X
X
X

X
X
X
X

X
X
X
X

X
X

Integrity
Community
and Technical
College
X
X
X

X
X
X
X

X
X
X

X
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It seems that while all of the measures discussed have relevance in representing

the effectiveness of the schools, the outcome measures of completion rates, job placement
rates, and enrollment data are the three most commonly used and accepted outcome
measures for this purpose. Licensure pass rates were the next most commonly accepted
outcome measure in use at these schools.
On the other hand, the system governing Ethical Technical College has created an
outcome measure specific to their system in terms of warranty claims for unprepared
graduates. The emphasis on short-term and lifelong learning programs was central to the
business and industry core values of this institution.
For all four of the schools where interviews were conducted, completion and
placement rates were reported to the state and/or the accrediting agency. Enrollment data
were reported to both the state agency and the accrediting agency.
Most of the outcome measurement data were reported from the local institution to
the state. Analysis, usually in terms of comparison with other state workforce institutions,
was performed at the state level. One exception to this sequence was in Florida with
placement data derived from Department of Labor records by the state Department of
Education and then presented back to the local level after the fact.
The consequences of not achieving a minimum level of expected outcomes varied
by state. For Ethical Technical College, there were no reported predetermined
consequences for not achieving the minimum level of expectation. For both Florida
schools, Reliability Technical Center and Trustworthy Community College, the failure to
achieve minimum levels would result in funding losses for the institutions according to
the state funding formula. For Integrity Community and Technical College, the failure to
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achieve minimum levels of expectations would result in censure from the state
commissioner to the president of the college.
Instructional delivery methods decisions were reportedly made at the discretion of
the local institution in all cases, with the primary delivery of instruction being
accomplished through traditional classroom and laboratory instruction. In workforce
programs for each of the schools, instruction was marketed as applied technology. One
school (Reliability Technical Center) described the desired delivery blend as 75%
laboratory or practical application and 25% classroom or theory. In institutional practice,
instructional delivery methods are usually determined at the instructor and administrator
levels of the organization.
Institutional Processes and Operations
The second series of research sub questions addressed the effect of organizational
structure on the processes and operations of the institutions. Table 4 illustrates the
relationship between each organizational structure and its corresponding governing
board.
Table 4
Governance Relationships
Governing Board

State Governing Board
Appointed Local Governing
Board
Elected Local School Board

Trustworthy
Community
College

Reliability
Technical
Center

X

Ethical
Technical
College
X
X

Integrity
Community and
Technical College
X
X

X

In all cases, state statutes form the origin of determining governing boards, which
obviously signifies that the primary control of all public education in each state belongs
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to the state government comprised ofboth the executive and legislative branches. In each
of the states, the statutory delegation oflegal authority to a specific governing board is
reflected in Table 4. In Georgia and Kentucky, the policies of the state governing board
were the defining policies for the individual schools. For both states, the local board had
very limited ability to set some local policies in specified areas of responsibility. In
Florida, the policies for mission and program delivery rest exclusively with the local
board whether it is the elected school board or the governor-appointed Board of Trustees.
The required outcome measures for the Florida institutions are determined by the state
legislature, Department of Education, and the accrediting agencies rather than the local
governing board, though additional measures may be added locally.
Upon examination, the content of the operational policies in each institution was
very similar, indicating that the logistical operation and guidelines for administering a
workforce education institution remains fairly constant regardless oflocation or
organizational structure. The source of their development was the primary difference. As
described above, Georgia and Kentucky operated from the policies of their respective
State Boards. Trustworthy Community College was governed by the policies developed
by its Board of Trustees, and Reliability Technical Center operated on policies developed
by the local school board. Each school expressed a limited ability to influence policies
· through prescribed processes of providing input to state entities or agencies, but for the
most part, the policies are delivered to the local institution in both states for
implementation without local development.
In Florida, because the governing entity in both schools is the local board, most
policies, other than those determined by state statute, are developed locally. In both
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instances, the staff perception indicated that they have tremendous influence over their
policies due to the fact that the staff itself is the primary developer of the policies.
In requesting information concerning current policies that the institutions believe
may inhibit the effective operation of their school, there was very little comment from
any of the interviewees. In a few cases, staff members commented on the need to update
policy information after changes in the state governance systems of Kentucky and
Georgia, but even with the lack of updating, the staff seemed to believe that the current
policies were workable and effective. There were actually no reports of any need to
circumvent the system in order to conduct business.
All four of the institutions had updated articulation agreements as formal
contracts between the institution and other colleges and universities. The articulation
agreements were written for particular programs at each of the schools. In no case was an
institution using state-developed articulation agreements. Each institution was authorized
to develop articulation agreements at the local level on its own behalf. All four
institutions also reported the existence of agreements between the postsecondary
institution and secondary high schools in their service areas. Most of these were referred
to as Tech Prep agreements and guaranteed credit for work completed in high school
courses.
All of the institutions have an ongoing system of strategic planning. However, the
perceived importance and relevance seems to be attributable to the employee's level in
the institution. In a general sense, the employees at administrative levels at most of the
institutions viewed the strategic plan as a real and useful guideline to their future. The
instructional and support staffs of the schools tended to view the strategic plan as an
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assignment to be completed rather than a dynamic document to guide their development
as an institution. The implementation of the strategic plans was dependent on the
impotiance placed on it by the state and the CEO of the institution. Integrity Community
and Technical College in Kentucky was the primary institution where the strategic plan
was viewed as essential and central to its development and everyday operational
performance.
When asked to consider if there were policies that leaders of the institutions
would like to initiate, change or delete within their locale or state, there were very few
suggestions. Most of the educational leaders of these four schools were very comfortable
working within the limits of their policies.
Chapter Summary

The present research study has resulted in the collection of rich data from 27
interviews, four institutional visits, countless hours ofWeb searching for pertinent
information, hundreds of pages of state and institutional policies, and many pages of
institutional records, brochures, catalogs, and available data. The summation of all of this
information has been presented in this chapter by dividing the data into specific and
manageable sections.
The main components of this chapter involved the presentation of the four case
studies independently. Each case was presented through my summaries of the governing
bodies and boards, the institution itself, the interviews with institutional leaders, and a
summary of the institution. The chapter continued with comparative cross-site
quantitative data to address the research sub questions.
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The study concludes in the next chapter with a discussion of the themes
discovered, analysis of the findings, recommendations to public workforce education
institutions for practice in their organizations, and recommendations for further research.
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Chapter 5
Discussion of Findings
The purpose of this cross-site case study was to investigate the four basic
organizational structures of workforce education institutions. I attempti;!d to determine
whether a relationship existed between the organizational structure and the effectiveness
of the operation of the institution. I visited four selected workforce institutions in three
states after purposively selecting the schools through predetermined criteria of enrollment
size, accreditation status, and receipt of federal funding. Interviews were conducted with
each of the CEOs at the institutions, along with varying numbers of other administrators,
faculty, and staff members. A total of 27 interviews were completed at the four schools.
Data were collected from the National Center for Education Statistics through the IPEDS
records as provided by each of the institutions. This data allowed comparison of
identically defined statistics for each of the schools for specific outcome measures. I was
also able to receive policy documents for each of the institutions through public web
sites, electronic transmission, or paper copies. These policies included governing policies,
faculty and staff handbooks, student handbooks, school catalogs, program brochures, and
negotiated union agreements when available. The selected institutions were a technical
center in Florida, a technical college in Georgia, a community college in Florida, and a
community arid technical college in Kentucky. The participants at each facility were
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extremely accommodating and responsive in completing the interviews in my available
time fi·ame.
In each location, the interviews consisted of a predetermined list of questions
designed primarily to cover the areas of governance, mission, program delivery,
instructional delivery methods, outcome measures, articulation, and strategic planning. In
the previous chapter, I presented the information as obtained from each of the workforce
education institutions. Within this chapter, I will discuss the themes and ideas obtained
across locations.

Analysis ofThemes
After reviewing all of the information from the interviews and collected data, the
following themes emerged: satisfaction with local boards, distant relationship from state
boards, effect of institutional leadership, processes for program approval, accountability
factors, and strategic planning. These themes corresponded to the research questions in
that the theme of accountability factors related directly to the question of outcome factors
at each institution. The themes regarding the local board, state board, and program
approval processes corresponded to the second research question considering the effect of
organizational structure on processes and operations at the institution. The themes of
institutional leadership and strategic planning overlap both research questions in that they
have a significant impact on the outcomes of the institution by controlling the
implementation of the institution's policies and processes. I will describe the information
which was consistently reported through this study to lead to the conclusion that the
following six themes are significantly impmiant to the success of public workforce
education institutions.
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Satisfaction with Local Board
One commonality among all four institutions was the existence of a local board.
The four boards reflected many differences but all appeared to be viewed as valuable
assets due to their familiarity with the local community, business, and industry.
Apparently, the interviewees seemed to believe that this familiarity correlates to an
ability to promote the workforce institution. In almost all cases, this assumed power of
the local board resulted in a feeling of satisfaction with the local board and its
relationship to the institution.
The differences among the local boards were significant. One board was an
elected school district board, one was appointed by the governor of the state, and two
were appointed through the state board for workforce education. Two of the local boards
have the total authority to govern the workforce institutions: the elected school board and
the community college board. While recognizing the advisability of a local board, the
school that seemed least satisfied with its current organizational structure was Reliability
Technical Center with the elected school board. This dissatisfaction centered on the fact
that the focus of the elected school board must concentrate on the K-12 educational
system, and a postsecondary technical focus is beyond that scope. The employees of the
second board with autonomous governance, Trustworthy Community College board,
considered their board very effective. The personnel at Trustworthy Community College
recognized the prestige attached to board appointments because they are made directly by
the governor. The colleges of Georgia and Kentucky both have local boards that work in
conjunction with state boards that hold the power of governance over the schools
statewide. In both of these cases, the personnel of the colleges believed that the local
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college boards were very vital to their operation; however, the majority of their
operations are governed and controlled through a statewide system. Several college
employees at both institutions referred to the local board as more of an advisory body, but
one with specific authority. In both of these schools, the level of satisfaction expressed in
the interviews was very high in regard to the system having both a dedicated local board
and a state-level governing board.
Distant Relationship with State Board
Another commonality among all four schools was that whatever state entity had
the legal authority over the school existed at a significant operational distance from the
actual institution. In the cases of the state board for technical colleges in Georgia and the
state board for community and technical colleges in Kentucky, the institutional-level
personnel described very little to no interaction with either of these boards. In both cases,
there is a state committee system as well as systems of leadership teams such as those
made up of college presidents that serve as the methods of input to the state board.
Personnel at both schools expressed satisfaction and approval for this system despite the
lack of contact with the state board. Even without direct interaction the college personnel
from these schools were apparently very knowledgeable and up-to-date in terms of the
work of the state board due to its direct governing impact on the school. The personnel
also expressed the belief that because the system has clarity of mission and operation, the
system is not only effective but also efficient.
In the cases of the two Florida schools, the State Board of Education is the only
state board overseeing the entire K-20 school system. There is no state board for
individual components of the system with the exception of the Board of Governors for
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the State University System. Until a change in the state constitution in 1998, there were
multiple state boards in place, such as the Board of Regents for the University System,
the State Board for Community Colleges, and the State Board for Independent Schools
and Colleges in addition to the Department of Education having coordination
responsibilities for K-12 school systems which included the technical centers. The
Florida educational system has created a centralized system that has a mission of
delivering seamless access for all students, but according to the individuals interviewed,
the State Board of Education has adopted such a large mission by including all levels of
education that it has distanced itself from every level of education. In both Reliability
Technical Center and Trustworthy Community College, personnel reported no contact
with the state board and little confidence that the state board was aware of their needs.

Effect ofInstitutional Leadership
The institutional leadership at each ofthe interviewed schools revealed consistent
effects from what appear to be strong leaders. In the two Florida schools, the senior
director of Reliability Technical Center and the president of Trustworthy Community
College have occupied their positions for significant numbers of years. In these schools,
the work atmosphere appeared to be a reflection of the gentleman at the top. Reliability
Technical Center staff appeared very comfortable with the priority in their operation for
flexibility and adjustment in terms of meeting the needs of business and industry.
Trustworthy Community College staff was much more expressive about the need to
honor the tradition and past practices of the college. Even when such tradition was
criticized, it was recognized as necessary for individual success at Trustworthy
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Community College. In each institution, the priorities of the administrative staff are
aligned with the philosophies, statements, and experience of the CEO in each school.
The presidents of Ethical Technical College and Integrity Community and
Technical College have each been in their positions for three years. Each reported their
efforts in developing their roles at the colleges and in each series of interviews there were
occasions of other administrators describing the work of the previous president as
preferable. However, for the majority of the discussion, it appeared that the staffs of the
schools have become comfortable with the goals and educational intentions of their new
president. With perhaps one exception, all other interviews of staff members indicated a
willingness to follow the direction of the new president.
In practice, it appeared that the leadership skills of the CEO have become central
to the goals of the institution as the faculty and staffs adopt the goals and directions of the
CEO. In all four cases, the CEO held the major role in the development of the
institution's strategic plan. Every CEO demonstrated confidence in their subordinates by
delegating the responsibility for the implementation of the plan to the administrative
staff, but it became clear that delegation did not equate to release of the responsibility or
control held in the top position of the school.
Processes for Program Approval
In all four cases, the processes for instructional program delivery were in place
and very precise. The processes were obviously considered essential to the success of a
workforce education institution as the school strives to deal with the changing
atmosphere of business and industry. The processes in use, though different depending on
the system in which the school operates, were actually similar in terms oflocal
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development based on business, industry, and community need, curricular content, and
community support. One difference in this process was in Georgia where the system is
more defined at the state level than any of the others and contacts for new business and
industry is begun at the state level and filtered to appropriate local schools and agencies.
The rest of the process for approval was more or less complex dependent on the number
oflevels of bureaucracy in place. However, in all cases the process consists of a series of
data checks at each level to ensure that the need for the program was real, the curriculum
accurate, and the funding available.
Personnel at all four schools reported a sense of urgency in learning to deal with
technological advances and changes in providing appropriate and desired training. This
urgency was apparently the source of the necessity for a well-developed process for the
development and implementation of technical programs.
Accountability Factors
Accountability is a required component for each of these institutions. The levels
of accountability ranged considerably. Some institutions had self-imposed measures
while others reported data as required by the state. All institutions provided
accountability reports for accrediting and certification agencies as well as the reports
required by the federal government for both financial aid and grant allocation purposes.
No matter what the source of the requirement, the reported data provided the
measurements to determine the effectiveness and success of the institution.
All four institutions placed a major emphasis on meeting high levels of outcome
measurements. It is of note, however, that most ofthe outcome measures discussed
resulted in no formal consequences to the school if a minimum level of performance was
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not achieved. The achievement ofhigh levels of performance appeared to be more a
matter of bragging rights or marketing propaganda than any actual effect on future
funding or resource attainment.
Strategic Planning
Each of the four schools had a current strategic plan. The content of the plans
varied according to the direction provided from the state or district governing entity and
the identified needs of the institution. There was also varying levels of perceived
importance in regard to the plans with a common assumption that the strategic plan is
much more valuable for the administration of an institution than the teaching and support
staff of the schools.
At Reliability Technical Center and Integrity Community and Technical College
there is evidence that the strategic plan is considered vital to the state system as well as
the local school and therefore is regulated and required. In both of these cases, the
strategic plan is completed according to prescribed formats and under the guidance of
goals and objectives set at higher levels of governance. A tremendous amount of effort
and time is expended by the administration in particular as well as the faculty and staff of
each of these schools in developing the three- and five-year plans respectively, in
addition to annual evaluations and updates.
At Ethical Technical College and Trustworthy Community College, the strategic
plan appeared to be developed by a committee chaired by the president of each school
without a great deal of direction or mandate from another governing body. In both cases,
it appeared that the strategic plan was reviewed as the president perceived the need. The
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education institutions? The researcher will now describe answers to these questions as
well as how such answers were constructed.

Impact a/Organizational Structure on Specific Outcome Factors
Consensus on acceptable and valued specific outcome factors in the four
workforce education institutions was attained through the interview responses for four
outcome measures: completion rates, enrollment data, licensure pass rates, and job
placement rates. While several other outcome measures were considered important for
individual schools, these are the four that can be used for comparison purposes.
Completion rates for the four institutions demonstrate consistently higher though
declining numbers for Reliability Technical Center organizational structure than for the
other three. Integrity Community and Technical College structure produced the lowest
numbers of completions for all years reviewed for all schools.
Enrollment data are a significant measure for any educational institution and at
each of the four schools revealed very different patterns. The largest of the schools,
Trustworthy Community College, has maintained a status quo of enrollment over the five
recorded years with little increase or decrease. Significant declining enrollment was
reported from Reliability Technical Center over five years. Integrity Community and
Technical College demonstrated very significant growth just after the transition to the
consolidated system, but in the last two recorded years experienced a decline in student
enrollment. Ethical Technical College was the only school to demonstrate ongoing and
significant growth in student enrollment perhaps leading to consideration of the positive
impact of the technical college organizational structure on enrollment growth.
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When a comparison is made of enrollment to completion or credentials awarded,
Reliability Technical Center and Ethical Technical College have a much higher ratio of
student completion to student enrollment than Trustworthy Community College or
Integrity Community and Technical College. As noted earlier, this information may be
more related to the inclusion or exclusion of academic courses and programs within the
institution as opposed to the organizational structure. Some possible explanations for
these trends include a reflection of large numbers of students who withdraw from
community college academic programs prior to completion, shorter technical programs
encouraging student completion, more efficient instruction in particular institutions, or
large numbers of students unprepared for college rigor who leave prior to completion.
The reasons for this ratio difference are a question for further research.
Licensure pass rates or the percentage of students who pass required exams to
obtain state licensure in an occupation were consistently high in all four institutions. This
outcome measure was described in each school as necessary to maintain specific
programs in each institution. Apparently effective program-level instruction was in place
for each of the workforce programs requiring licensure exams with no impact from the
organizational structure of the system.
Job placement rates are only consistently maintained for the workforce education
students at each of the institutions. For the reported students, Ethical Technical College
recorded a 100% placement rate for one of the years and very high percentages for the
other years as well. In fact, all four institutions reported very high levels of job placement
for students completing workforce education. The two institutions with predominately
academic programs did not have data on these students for job placement success. Job
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placement success does not appear to be related to organizational structure but rather to
the effectiveness of individual workforce program instruction.
The most extreme change in costs of education to the student has occurred in
Integrity Community and Technical College. While all four of the institutions have
shown an increase in the cost to student over this five-year period; the other three schools
have changed considerably less. The Kentucky system of Community and Technical
Colleges has apparently not been able to provide as much public funding in support of
student costs within their institutions as have the other three organizational structures
resulting in increased cost for the student. The Georgia system of Technical Colleges has
received significant funding through the state lottery which may account for the lowest
student cost increase of the institutions.
In summary, organizational structure appeared to have an influence on the
specific outcome measures of completion rate and enrollment data but not on licensure
pass rate or job placement. The most positive relationship revealed for completion rate
and enrollment data was in the technical college organizational structure. The most
negative relationship revealed was shown in the declining rates of both completion and
enrollment of the technical center. In this negative relationship it is interesting to note
that the completion numbers of the technical center continue to outdistance the other
three schools, but with a continuing decline it appears that future numbers could become
less than those of the other schools. The answer to the first research question as to the
impact of organizational structure on specific outcome measures is partially yes and
partially no, because the answer is dependent on the actual outcome measure. In moving
to the second question concerning the impact of organizational structure on the processes
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and operations of workforce education institutions, I discovered the meaning of the term
equifinality.
Impact of Organizational Structure on Processes and Operations
The direct answer to the research question of whether organizational structure
influences the processes and operations of workforce education institutions is no. No
direct relationship was discovered between organizational structure and the processes and
operation of workforce education institutions.
Examination of the policies at each of the four selected institutions revealed very
similar content in all four instances. The source of policy development was obviously
different in each of the case studies due to the fact that the governing entity is responsible
for such development. However in each case the actual policies were so similar that they
could have been generated from the same source with minor accommodations for unique
programs. There was a common belief in each of the institutions that the policies used
were sufficient for the needs of the school, staff, and students.
Articulation agreements between the selected institutions and secondary schools
and universities were common to all institutions. All of these agreements were developed
at the local level, and although there were multiple discussions in interviews concerning
the desire for state developed or mandated articulation agreements, they did not exist in
any state or school.
The one area of institutional policy that reflected the differences between schools
was in their strategic plans. It is logical to find this as a source of difference, however,
considering that the strategic plan serves as the building ground for unique programs and
changes for each institution. One other difference was in the importance placed on the
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plan by the CEO of the institution as reported in the interviews of the staff from each
school. The development of the strategic plan was more or less central to the institution
based on the comfort of the CEO in taking a central role in the development and
implementation of the plan.
The concept of equifinality is an appropriate reference in the outcome of this
study. Equifinality can be described as many roads with different initial starting points
leading to the same final destination. Each of the four organizational structures was
studied to determine its effect on the operations and policies of the individual institution.
Each structure was significantly different from the others in terms of state-level
bureaucracy, governing boards, and institutional design. The operation and policies
implemented by each institution may be different in content but apparently have equity in
value in achieving the goal of a successful institution. The operation of workforce
education institutions is more common than uncommon regardless of the organizational
structure. In summary of the issue concerning the effect of organizational structure on
policies and operation within workforce education institutions, it appears that these
components are independent of the organizational structure.
During the compilation of study data the following question has emerged as a
composite of discovered information: What are the elements of a good governance
system for a public workforce education institution?
One common source of enthusiastic support at each of the selected institutions
was the existence of a local governing or at least advisory board with a specific
responsibility for workforce education. The availability oflocal board members who are
knowledgeable about the communities served by the institution is considered essential in
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keeping the school visible and viable on its home ground. The composition of the board
was also considered important in that the board must reflect influential individuals both
politically and programmatically in order to have the support needed to produce
successful programs.
While the local board was considered essential, the need for coordinated and
directed governance from the state level was also considered important. In this area,
however, the means in which state coordination may be accomplished varied. In Georgia
and Kentucky, the state boards for these schools were favored by their institutions. In
Florida, there was a desire to have a state-level source of coordination but no real desire
for a state-level governing board. Instead there was mention of a specific coordinating
position, office, or authority within the Department of Education. The emphasis seemed
to be on the need for sufficient political power and influence at the state level to act on
behalf of the schools and their needs within the state government.
In order to meet the needs of business and industry there was a stated need for
precise program delivery processes. As the nation's businesses and industries continue to
develop new technologies, the workforce education institutions must be prepared to
retool and redevelop traditional and emerging programs. In an effort to accomplish this
task in a meaningful and effective way, the processes must be in place and wellconceived. A key example of best practices in this area was viewed in the Georgia
technical college system as they have risen to the top of workforce education systems in
delivering training and attracting new industry to their state.
As the approval processes for program delivery are developed, the need for
workforce education to be viewed as a component of state's economic development effort
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becomes more essential to long-term stability. The drive for each state to increase their
new and expanding businesses and industries involves many agencies, educational
institutions, chamber of commerce affiliates, and legislative and political effort. These
workforce education schools must develop and market their role of vital interest to the
state in this effort. The leadership of the workforce institutions must maintain a position
for their schools as a key component in economic development to supply the assurance of
their continued funding and existence. Conscious and directed strategic planning can
serve as a real guideline for the future development of any effort particularly in economic
development. Successful strategic planning will provide a roadmap for ongoing
institutional development. The CEO of the institution must not only develop but share the
vision for the future of the institution. The use of a method such as strategic planning
provides the institutions with a means to reach the vision's goals through specific and
achievable objectives and measures.
And finally in all cases examined, the importance oflegislative input and impact
was considered essential for the healthy existence of the school. In some of the cases,
there were direct connections between the school and the legislators, while others had a
more indirect means of providing information and input. In all cases, the schools believed
in the importance of keeping legislators well-informed of their successes and needs.

Limitations and Delimitations ofStudy
One of the limitations of this design as discussed in Chapter 3 was the question
regarding the willingness of the participants to be candid and honest with the researcher.
Although it is essentially impossible to be sure of the honesty of those interviewed, I was
asked on multiple occasions to assure the individual of the confidentiality of all
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responses. When the interviewees were verbally assured that the contents of the
interviews would not be revealed to anyone other than the researcher and her dissertation
committee if requested, the participants willingly revealed both negative and positive
information concerning his/her school.
Another limitation was the inconsistency in data from each of the institutions. I
have attempted to limit the statistical data used in this study to reports supplied to the
National Center for Education Statistics as required for each of these institutions due to
their participation in federal student financial aid programs. By using the Integrated
Postsecondary Education Data System from the National Center, as much consistency as
possible was provided. The limiting concern of difficulty in distinguishing between the
effects oflocal and state-level policies became less of a concern in the actual study. In the
cases of Georgia and Kentucky, the governing body was clearly the state board. The
effect of the local boards was defined and limited by the policies of the state board. In the
two schools in Florida, the governing body was located at the local level and was the site
for policy development and effect.
The delimitations to this study were the restriction of the research to four
individual institutions in three states and the decision to examine complex activities and
structures through specified data. The number of sites was limited to enable efficiency in
completing the research. The reduction of complex activities into specific data outcome
measures was a method by which to achieve efficient management of the factors in this
study. The complexity caused by the existence of varying layers ofbureaucracy within
each organizational structure may have more consequence than could be determined
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through this cross-site case study. Further research would need to be performed to
determine if these delimiting effects were significant.
Recommendations for Practice in Worliforce Institutional Systems

As a result of this study a number of factors have evolved as significant
contributors to the success of workforce education institutions. The following
recommendations are offered for consideration in the organization and development of
workforce institutions.
(1)

Existence of a sole-purpose local governing/advisory board
All institutions studied acknowledged the value and importance of
having a local board dedicated only to the needs of the school. Even in the
instance of Technical Center, where the staffbelieved that their
organizational structure may not be the most effective, they also believed
in the concept of a local board with local interests and knowledge as a
vital component in governance.

(2)

Need for coordinated and directed governance from the state level
A local governing board existing in isolation did not appear to be
sufficient to the success of these institutions. The state governing structure
is not the legislative arm of the effort but the administrative entity in
receipt of the legislative mandates for funding and direction. Whether the
state-level governing effort is a board or an individual job position
appeared of less importance than its existence in keeping the needs of the
state's schools in front of the state's decision makers. The presence of a
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state-level governing entity appears to be necessary to provide the political
power and control which is needed to support the local governing effort.
(3)

Need to be viewed as a component of state's economic development effort
The key to success for the selected institutions was to be viewed
particularly by the state legislature as a vital link in the economic
development of the state. Every state has a system of economic and
workforce development specifically for business and industry, and in some
states the workforce institutions are an integral component of the system.
In other states the institutions exist outside of that system. In order to gain
the most advantageous political position, the institutions should develop
their role as a vital component of the state's economic development
system.

(4)

Need for precise program delivery processes to meet the needs of business
and industry
The importance of prepared and proven processes to develop
programs needed by emerging or developing industries was seen as
essential to ongoing development in each school. Sudden reaction to each
request was not viewed as a viable method of dealing with program need
due to the likelihood of missing components which could be considered in
advance in a prepared process of development.

(5)

Conscious and directed strategic planning
Every institution must have a map of its vision and goals. One of
the most effective methods of committing this map to writing appears to
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be the strategic plan. If the institution is to measure its success and value
its data it must do so in a written and meaningful way. The strategic plan
may enable the school to project its future and measure its success in
achieving its goals.
(6)

Legislative education, input, and impact
The reality of political importance and impact was a recognized
component of existence for each of the selected institutions. Public
education is obviously funded primarily through the legislature in each
state. As the demands of public funding have continued to increase, the
proportion of funding available to specific public education components
such as workforce education has often decreased. The need for consistent
education to legislators in regard to workforce education and its
institutions has become vital for ongoing funding and support in all states.

Recommendations for Further Research
As this study has come to a conclusion, the need for further research is apparent.
Answers to specific questions are seldom completely definitive. Rather, such answers
appear to project more questions for the next researcher to consider. In this cross-site case
study there was little previous research on the specific questions of the effects of
organizational structures on workforce education institutions. The study proved both
interesting and worthwhile but produced a number of questions to be pursued in order to
enrich the subject matter further. The following questions emerged from this study and
would be worthy of further investigation:
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(1)

What is the effect of organizational structures on workforce education

institutions on a national basis?
The key delimiting condition of this study was the decision to restrict the research
to four institutions in three states. It is obvious that unique circumstances and legislation
exist in other states. To increase the body of knowledge for workforce education
institutions, a larger population of institutions needs to be included in future research.
(2)

What are the effects of multi-levels of organizational bureaucracy on

individual workforce education institutional effectiveness?
One of the limitations of this study was the reality of complex bureaucracies in
each of the organizational structures studied. This research did not address the effect of
such bureaucracies on the outcomes or operations of individual institutions. Valuable
research could reveal the comparisons of the effects of single versus multi-layered
governance structures.
(3)

What are the causes of differences in the ratio of enrollment to completion

rates among workforce education institutions?
This study produced interesting information with apparent significant differences
between the selected institutions in terms of enrollment to completion efficiency ratios.
These differences deserve further research to discover whether statistical difference exists
and if so, are there any logical hypotheses, theories, or conclusions that can be produced?
Conclusions

Organizational structures in public workforce education institutions can be found
in four basic designs: technical centers, technical colleges, community colleges, and
community and technical colleges. These structures have each proven capable of
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producing successful graduates from their workforce programs. Every school studied had
effectively placed its students in training-related jobs after program completion. Every
institution reported high passing rates in licensure exams required in specific workforce
programs prior to employment.
The differences in outcome measure production between organizational structures
were fairly limited. This study showed that the technical college structure has
demonstrated significant growth in student enrollment while the other three structures
have maintained or declined in enrollment. The efficiency measure of completion to
enrollment ratio was significantly higher for both the technical center and technical
college than the community college or community and technical college. These two
outcome measures were the only differences discovered between the four organizational
structures.
It must be made clear that these four institutions are not clones of one another.
Though their operations are basically similar, their uniqueness can be found in their
programming. Each of these workforce education institutions has researched and
implemented programs most appropriate for their locale and/or expertise. These four
schools could not be mistaken for each other, and it would be a disservice to even
indicate that as a possibility.
As opposed to the individual institutions, the four organizational structures are a
reflection of equifinality in that each of the four figuratively begins in a different place
but all four attain the same goal of successful workforce education programs. Each
structure is organized, governed, funded, and operated differently and yet they all
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produce graduates who can successfully occupy technical career positions in the
workforce.
The reality for public workforce institutions has been a reflection of the American
workforce. These schools have successfully developed the ability to be organizationally
adaptable in order to sustain their existence in an ever-changing technological world.
These institutions have survived to justify their programs as the educational and business
worlds have changed and clashed. Most of these schools have lived through declining or
inadequate funding in their state allocations. All workforce education schools have faced
the financial burden of technology development in maintaining state-of-the-art
equipment. The survivability of these institutions is a reality to admire as they have met
those challenges of their pasts and present. The future of these schools is something that
the interviewed educational leaders discussed with confidence and pride. One fact that
seems certain is that survivability and flexibility go hand in hand in this educational field.
As these schools have demonstrated, the most successful workforce education occurs in
the institutions willing to practice adaptability to the needs of business and industry.
One of the objectives in performing this study was to reflect on the needs of the
political and educational policy makers who govern or produce legislation governing
public workforce institutions. This work has resulted in a conviction that the most
important creation for these policy makers is the establishment of definitive outcome
measures required from the institutions. Organizational structure may not be the central
factor to determine the success or failure of an institution. But that is not to say that it
should be ignored, for it does appear that institutions devoted only to workforce goals
have a history of greater student completion and a higher efficiency of the ratio of
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completions to enrollments. If the organizational structure is redesigned or adjusted, there
should be recognition of the need for designed plans to accomplish successful transition
within sufficient timelines to accommodate the expected process of change. The
researcher also submits advice to policy makers to consider the six recommended
practices for inclusion in whatever organizational structure is chosen. Public workforce
institutions should have a local governing board with the sole purpose of workforce
education; state-level coordination, governance, or formal representation should exist to
represent the needs of the schools; workforce institutions should be an integral
component of the state's economic development effort; precise program delivery
processes should be consistently used; coordinated, conscious, and directed strategic
planning should be required; and the state legislature must be educated and supportive of
the workforce effort to achieve supportive legislation and funding.
As I close this work, my admiration of my colleagues and their institutions is
stronger than ever. Public workforce education in the United States has existed since the
1800s and has demonstrated more adaptability and change than any other form of public
education. And yet workforce education continues to exist and fill its mission as provider
of the American worker.
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University of North Florida
Division of Sponsored Research and Training
APPROVAL REQUEST FOR
A Comparative Analysis of Public PostsecondaryWorkforce Education Institutions in
Florida, Georgia, and Kentucky
Christine Cothron
I.

Objectives of Investigation
The objectives of this study are to study and compare workforce education
institutions operating with different organizational structures while teaching the same
curricular program areas, Throughout the United States, workforce education
institutions tend to be organized in one of four basic configurations: technical center,
technical college, community college, and combination technical and community
college.
In an effort to create more understanding of the workforce education systems
currently in place, this study will specifically examine the comparisons between four
workforce education schools: two in Florida (technical center and community
college) and one in Georgia (technical college), and one in Kentucky (technical and
community college). In a broader sense, this study will hope to examine the
effectiveness of such institutions in relation to the structure oftheir workforce
education institutions. The study will also compare the policies of each of the
institutions for similarities and differences.

II.

Explanation for Use and Description of Subjects
The workforce education institutions will be purposively selected by analysis of data
from the National Center for Education Statistics, United States Department of
Education, the Council on Occupational Education (COB), a national accrediting
agency of workforce education institutions, the Southern Association of Colleges and
Schools (SACS), a regional accrediting agency, and the Florida, Georgia, and
Kentucky Departments of Education. Institutions will be selected that meet the
criteria of one technical center/institute and one community college from Florida, one
technical college from Georgia, and one community and technical college from
Kentucky. The purposive method of choosing specific institutions within each state
will be based on four criterion: (a) the schools must receive an allocation of federal
Carl D. Perkins grant funding, (b) schools maintaining accreditation status with either
the COB or SACS, (c) schools with a minimum enrollment of 5,000 students
annually, and (d) schools willing to participate in the study. This purposive selection
of educational institutions will allow the researcher to maximize the variance of
organizational structures while maintaining similarity in instructional programs.
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III.

Methods or Procedures
The researcher chose a comparative, purposive case study design to explore
institutional and program success outcomes in different organizational structures.
This study will incorporate mixed methods and a multilevel design (local and state
level policies). Even though it is not possible to generalize the findings of case
studies, the findings will hopefully make it possible to build theories about the
relationships that are revealed.
This research will be pursued as a mixed methods research design in order to
investigate the research questions using both qualitative and quantitative data. The
design will be a triangulation using both methods simultaneously in an effort to arrive
at reasonable descriptions and explanations for the data revealed and recovered.
The researcher has predetennined that within this study the organizational structures
will differ in the selected schools while the instructional program areas will remain
constant within the field of technical education with an attempt to choose schools that
maintain instructional programs in the business technology field. With this design the
researcher will be able to describe the relationship of organizational structure to
outcome measures including policy development and institutional success ..
Data will be collected from four sources: interviews with selected educators,
observations of institutional operations during institutional visits, institutional
documents, and state policy documents. Interviews with selected educational leaders
and professional personnel will be an essential component of this study. These
interviews will be conducted with not only the school leaders with reference to the
sub questions of the survey, but will also require visits with professional personnel
who have collected or analyzed data for the institutions. It will be necessary to gain
an understanding of the institutional framework for available data and data analysis in
order to conduct the cross-site studies.
The involvement of human subjects will occur in the interview portion of the study.
Specific participants at each institution will be interviewed regarding data and
information pertaining to the workforce education institute to which they are
affiliated. At each institution, the researcher intends to interview the following
individuals: Institutional liaison to the governing board, Chief Executive Officer,
Chief Financial Officer, Data Collection specialist, Job Placement specialist,
Curriculum Coordinator, and a member of Program Advisory Committee. The
interviews will be conducted on site if possible during the researcher's site visit in the
summer of 2005 and are anticipated to last from one hour to ninety minutes. Data will
be collected during semi-structured interviews by audio tape recording and
maintained after it is transcribed. Access to the audio taped interviews will be limited
to the researcher and the researcher's dissertation chair only. The semi-structured
interview will include both open-ended and close-ended questions to elicit valuable
data.
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The codification of data from interview transcripts, field notes and artifacts will be
completed by the researcher using coding schemata as created through the conceptual
framework. The analysis of qualitative data will be completed in levels. First, the data
will be categorized according to the outcome areas listed as curriculum, assessment,
accountability, personnel training and development, or funding. Secondly, the
researcher will seek to discover patterns of data, and ultimately analysis will be
completed from a cross case perspective.
For the quantitative section of this research, descriptive analysis of institutional data
will be used in this study. The researcher will obtain at least some of the quantitative
data regarding the participating educational institutions prior to site visits through the
selection process of the four schools. Specific data requested will include the
following: annual student enrollment, eligibility for and amount of federal funding to
include specifically funds from the Carl D. Perkins, accreditation status with specific
accrediting agency, number and listing of workforce programs taught, and most
recent annual data of number of program enrollments, graduates and completers. No
data on individual student performance will be reported. Data will be presented
through descriptive statistics for comparison of institutions.
In the published results of this study, confidentiality will be maintained through the
use of fictitious names and codes for both the educational institutions and the
interviewed individuals. Audio tapes will be destroyed after the completion and
acceptance of the dissertation by the University of North Florida. Collected
transcription data will be maintained by the researcher using the fictitious names as
assigned.

The report of the research will include a comparative cross site analysis to examine
the similarities and differences among the participating schools. At the conclusion of
the study, the results will be shared with the selected institutions. Only participants
receiving the information will be provided with the fictitious name of their school so
that they will be able to compare their school to the others without a breach of
confidentiality.

IV.

Assessment of Risks and Benefits to Human Subjects
This study involves no physical risk for any participating subject. It also will not
provide any type of compensation to the subjects studied. Potential risks will be
minimal and reasonable to the participants. The most serious potential risk may be
projected as breach of confidentiality. This issue will be addressed by fictitious
assignment of names and codes to schools and participants.

v.

Measures to Protect Human Subjects
As previously stated, confidentiality will be insured by assignment of fictitious names
and codes to schools and individual participants. Any adverse events which occur
during the course of the study will be reported to the IRB in written form.
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VI. .

Methods of Obtaining "Informed Consent" from Subjects
The researcher will obtain written acknowledgment ofinformed.consent from each of
the participants interviewed during the course of the study. A copy of the informed
consent is attached for approval.

VII.

How Results will be Used
Results will be reported in the principal investigator's doctoral dissertation and in one
or more articles submitted for publication following successful defense of the
dissertation.

In the published results of this study, confidentiality will be maintained through the
use of fictitious names and codes. Audio tapes will be destroyed after the completion
and acceptance of the dissertation by the University of North Florida. Collected
transcription data will be maintained by the researcher using the fictitious names as
assigned.
VIII.

Certification of Principal Investigator
Attached
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University of North Florida
Division of Sponsored Research and Training
CERTIFICATION OF PRINCIPAL INVESTIGATOR
VIII.

Certification of Principal Investigator
I have read and understand the U.S. Department of Health and Human Services procedures concerning
research involving human subjects as stated in the June 1991, Federal Register announcement of policy,
.and I will abide by them. In addition, I accept the following responsibilities:
A. Principal Investigator.
1.

I will obtain approval from the IRB prior to instituting any change in project protocol.

2.

I will bring to the attention of the IRB the development of any unexpected risks or adverse
effects.

3.

I will keep signed consent forms, if required, from each experimental subject for the duration of
the project.

4.

I will submit a status report at twelve (12)-month or shorter time intervals (as indicated on the
approval letter) attesting to the current status ofthe project.

5.

If applicable to my project, I have attached a copy of the informed consent form(s) and a copy of
the test instnnnent(s) for my project.

I accept the responsibilities indicated above:
Signed:_

4/J ~ .
/J . /) .
_,~~-'---=-=':---'--__..:;~:....:.......=..:..:.......----Principal Investigator

~~2ars
Date

B. Faculty Advisor (if student project)
I have collaborated in the development of the research proposal described in the attached and have
reviewed all of the information enclosed and will oversee the work described. I will endeavor to
ensure that all of the responsibilities descn'bed in "A" above are fulfilled. Confidential material and
completed informed consent forms will be maintained in the Department or under its control.

ID~~,·---~
Faculty Adviso
student proJect)
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Appendix B: Informed Consent

University of North Florida
Division of Sponsored Research and Training
INFORMED CONSENT FORM
A Comparative Analysis of Public Postsecondary Workforce Education Institutions
in Florida, Georgia, and Kentucky
You are invited to be in a research study of public workforce education institutions. You were selected as a possible
participant because your institution represents one of the four organizational structures being studied. We ask that you
read this form and ask any questions you may have before agreeing to be in the study.
This study is being conducted by:

Christine Cothron, Principal Investigator
Doctoral Student, Educational Leadership
University of North Florida
Jacksonville, Florida

Dr. Kathe Kasten, Dissertation Chair
Department of Educational Leadership
University ofNorth Florida
Jacksonville, Florida

Background Information
The purpose of this study is: To create more understanding of the workforce education systeins currently in place by
examining the comparisons between four successful workforce education institutions: two in Florida (one technical
center and one community college), one in Georgia (technical college), and one in Kentucky (technical and community
college). The researcher will examine the effectiveness of such institutions in relationship to the structure of their
organization.

Procedures:
If you agree to be in this study, we would ask you to do the following things:
1. Interview for approximately sixty to ninety minutes either in person or by telephone with the researcher for
information pertaining to your workforce education institution. All interviews will be recorded for later
transcription,
2. Be available for participation from May 2005 through December 2005.

Risks and Benefits of being in the Study
No known risks are connected with this study. Responses will be kept confidential, but a small risk for breach of
confidentiality exists.
The benefits to participation include the availability of the results ofthe study to the participating institutions for
possible use in future planning and development. In addition, the participant will contribute to research examining the
relationships between organizational performance and structure.

Compensation:
You will receive no payment for participation in this study, but you will receive the gratitude of the researcher and may
receive the results of the study if you so desire.
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Confidentiality:
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The records of this study will be kept private. In any sort of report we might publish, we will not include any
infonnation that will make it possible to identify a participant or institution. Research records will be stored securely
and only researchers will have access to the records. Recordings resulting from interviews will be maintained by the
researcher for the duration of the study and then erased.

Voluntary Nature of the Study:
Participation in this study is voluntary. Your decision whether or not to participate will not affect your current or future
relations with the University ofNorth Florida. If you decide to participate, you are free to not answer any question or
withdraw at any time with out affecting those relationships.

Contacts and Questions:
The researcher conducting this study is: Christine Cothron. You may ask any questions you have now. If you have
questions later, you are encouraged to contact her through the University of North Florida, or at her business telephone
number: 904-829-10 I 0, or through e-mail at cothroc@fcti.org. Because the researcher is a doctoral student, you may
also contact her advisor with questions: Dr. Kathe Kasten, University of North Florida, Department of Educational
Leadership, 904-620-2838, kkasten@unf.edu.
You may get further infonnation about UNF policies, the conduct of this study, the rights of research subjects or what
recourse you have should you suffer injury related to your participation in this research project from the Chair of the
Institutional Review Board, Dr. Kathaleen Bloom, at (904) 620-2684.

You will be given a copy of this information to keep for your records.

Statement of Consent:
I have read the preceding consent form, and I fully understand the contents of this document and voluntarily consent to
participate. I have had an opportunity to have my questions answered. I hereby agree to participate in this research
study, A Comparative Analysis of Public Postsecondary Workforce Education Institutions in Florida, Georgia, and
Kentucky being conducted by Christine Cothron, principal investigator, and the University of North Florida. A copy of
this form has been given to me. This consent ends at the conclusion of this study.

Printed Name of Participant:

Participant's Signature

Date:--------

Printed Name oflndividual Obtaining Consent

Date:------IRBCode#
Version Date:
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166

Signature of Individual Obtaining Consent
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Approval Date:
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Appendix C: Interview Questions
Introductory Questions
1.
Please tell me about your position here.
2.
How long have you worked for the institution?
3.
Can you describe for me the accomplishments of the institution for which you
are most proud?
Governance Questions
4.
(CEO question) I understand that the governance structure here is
_______. Is that accurate and can you tell me how the governing
board members are appointed and their terms of office?
5.
(CEO question) Which staff members attend governing board meetings?
6.
(CEO question) Which staff members maintain direct communications with
board members and in what form?
7.
(CEO question) How is the board kept informed of the activities and
accomplishments of the institution?
8.
(For Staff positions named in questions 4 & 5) Describe your relationship to
the governing board. Do you make formal reports and presentations to the
board?
9.
What are the advantages of this form of governance to your institution?
10.
What are the limitations or disadvantages ofthis governance structure to your
institution?
11.
Do you feel that the governing board possesses an accurate knowledge and
understanding of the institution and its needs?
12.
Do you believe that the governance structure is working for this institution?
Mission Questions
13.
What policies and regulations control the mission of the institution?
14.
Are these policies and regulations set at the institutional level or from above?
15.
Can the institution influence policies and regulations if these are set above the
institutional level?
16.
If yes, how would the institution seek to exercise such influence?
17.
Do the current policies and regulations regarding mission support or inhibit
the effective operation ofthe school?
18.
What, if anything, about these policies and regulations do you feel should be
changed?
Program Delivery Questions
19.
What policies and regulations control the program delivery (new, expanded,
or deleted programs) of the institution?
20.
Are these policies and regulations set at the institutional level or from above?
21.
Can the institution influence policies and regulations ifthese are set above the
institutional level?
22.
If yes, how would the institution seek to exercise such influence?
23.
Do the current policies and regulations regarding program delivery support or
inhibit the effective operation (development of new programs, expansion of
current programs or termination of obsolete programs) of the school?
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What, if anything, about these policies and regulations do you feel should be
changed?
Instructional Delivery Questions
25.
What policies and regulations control the instmctional delivery methods of the
institution?
26.
Are these policies and regulations set at the institutional level or from above?
27.
Can the institution influence policies and regulations if these are set above the
institutional level?
If yes, how would the institution seek to exercise such influence?
28.
29.
Do the current policies and regulations regarding instmctional delivery
support or inhibit the effective operation (for example, creative instmction,
web based, off campus locations or technology based) of the school?
30.
What, if anything, about these policies and regulations do you feel should be
changed?
Outcome Measures Questions
31.
What policies and regulations control the outcome measures of the institution?
32.
Are these policies and regulations set at the institutional level or from above?
33.
Can the institution influence policies and regulations ifthese are set above the
institutional level?
If yes, how would the institution seek to exercise such influence?
34.
35.
Do the current policies and regulations regarding outcome measures support
or inhibit the effective operation of the school?
36.
What, if anything, about these policies and regulations do you feel should be
changed?
36.
Please describe what you consider to be the three most useful institutional
outcome measures used to judge the effectiveness of your school.
, is this a measure required by the
37.
For Measure #1
state or a reporting agency or has it been developed by the institution?
38.
What has this outcome measure revealed about your institution over the last
three to five years?
39.
What is the minimum level of expected performance and is that level set by
the state, an outside agency, or the institution?
40.
What consequences are attached to not reaching the required levels for
success in your institution?
41.
For Measure #2
, is this a measure required by the
state or a reporting agency or has it been developed by the institution?
42.
What has this outcome measure revealed about your institution over the last
three to five years?
43.
What is the minimum level of expected performance and is that level set by
the state, an outside agency, or the institution?
44.
What consequences are attached to not reaching the required levels for
success in your institution?
, is this a measure required by the
45.
For Measure #3
state or a reporting agency or has it been developed by the institution?
46.
What has this outcome measure revealed about your institution over the last
three to five years?
24.
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What is the minimum level of expected performance and is that level set by
the state, an outside agency, or the institution?
48.
What consequences are attached to not reaching the required levels for
success in your institution?
49.
Are the consequences attached to each outcome measure or a specified
combination of outcomes?
50.
Are there other measures you feel would be useful for tracking the
performance of the organization?
Articulation Questions
51.
Does a consistent and updated articulation of programs between your
institution and other levels of institutions exist in formal policy?
52.
Are these articulation agreements mandated through state policy or are they
developed at the local level?
53.
Are these agreements working consistently and effectively for students
transferring to and from your institution?
Strategic Planning Questions
54.
Does an ongoing system of strategic planning exist for your school?
55.
Describe the process of development of the institution's strategic plan.
56.
How has your strategic plan been implemented and what is the perceived
relevance of the plan to the success of the school?
Wrap up Questions
57.
Are there policies in any area that you would like to initiate, change, or delete
within your locale or state?
58.
Is there anything else about the institution and its operation that you would
like to share with me?
59.
Thank you for your time and cooperation.
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Appendix D: Samples of Coded Transcription

Reflective
Coding
Governance

Open Coding

Sole Purpose
Local Board

Selective
Coding

Sole Purpose
Local Board

Effect ofState
Politics

State Level
Coordination

State Level
Coordination

Interview Data
Sample #I
RESEARCHER-What are the advantages
of this form of governance to your
institution?
PARTICIPANT A-As opposed to what
else, I don't know anything else
RESEARCHER-Well I mean you have the
local board of trustees. The other schools
I'm looking at are elected local school
boards, local appointed boards and then
the other 2 are different kinds of state
level boards.
PARTICPANT A-Got you, I can try to
compare and contrast it a little bit again, I
have no familiarity first hand of working
with the others, I've been here my entire
career. I have talked to people at a lot of
those places and are familiar with how our
university system has worked in the past
so I would tell you the advantage we have
of having, first of all of having an
appointed set of board of trustees, is that it
takes out all of the local, not all, it takes
out most of the local politics pressure, we
don't have to worry about them being, run
for election, they don't have anybody self
serving interest to meet other than the
governor, you can't take all of politics out
of it, because it's a political appointment
and typically whenever we change
governors, if the party changes, pretty
soon afterwards we change trustees ....
The president's not elected, the president
is appointed, the president's appointed by
the board members, the board members
are appointed by the governor, if you
don't like the governors appointment you
can take up with him, but there is no
election, there is no allegiance code, and
to tell you the truth, the trustees that we
get, it may be different in other schools,
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but so far for us it's really worked out this
way, yeah, they may be the right party at
the right time but the caliber of people we
get in this community are 100%
committed to the community, and so the
community college is their communities
college it's not their personal play toy and
they don't perceive it that way.

Effect ofBoard
Members

Outcome
Measures

Funding

Instruction
based on
Performance

Educate the
State
Legislature

Educate the
State
Legislature

Sample #2
RESEARCHER-Okay, do the current
policies and regulations regarding
outcome measures support or inhibit the
effective operation ofthe school?
PARTICIPANT B-Support
RESEARCHER-And what if anything
about these policies and regulations do
you feel should be changed?
PARTICIPANT B-Well I mentioned
funding earlier, that we had been provided
a performance based funding option, I
guess it was our only option, they didn't
give it to us as an option, they gave it to us
as the funding, that was it. And we went
through all of these in-services geared our
teachers up as to how to perform, how to
reset their curriculum into more of a lockstep curriculum so that they could have
these performances be achieved and
documented and they didn't get paid for
that and so that was so discouraging so a
lot of teachers (inaudible) by being led to
believe that their high performance would
yield them better budgets for their
programs and their students and the
bottom line was that they had to reduce
budget from the year before and then a
reduce budget and so for a few years we
were just down hill. I think that was very
discouraging. You tell the legislators to
put their money where their mouth is you
know if they have a great idea then fund it.
So that was one that was real sad over the
years, that was difficult, I don't know that
was the only one that comes to mind that
was really an outstanding one to me.
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Outcome
Measures

Effect of
Multiple
Campuses
Component of
state economic
development

Component of
State Economic
Development

Community
Involvement

Effect of
Leadership

Lack of
Mandate

Effect of
Leadership

Sample #3
RESEARCHER: Going to change agent in
the community, what do you think
information on that would show about this
school in the last few years?
PARTICIPANT C: Well, it would be
positive, for example, over in (----)
County, we have a branch campus over
there, and we worked with that
community, they're a developing
community; they had a grant to do some
things. And we built the (----) which is
part of the tourism package and we're
going to be training people but it's broader
than that with an incubator system to learn
how to start a business, and work ... So
we're involved in the whole community
program, just one part of it, the education
part. But we sort of drove it with the
leadership we had. Our president then, and
Dr.(----) now has picked up on that so we
were a key player in helping the planning
process for them. In (----), where (---)
campus is, we're involved in trying to
build what we call an intergenerational
building, an educational building with the
city school system and the county school
system on either side of the college to
bring those students to our campus while
they're in high school ...
RESEARCHER: You guys have been a
huge change agent.
PARTICIPANT C: Yeah, that's right.
RESEARCHER: Is there anyone
demanding that kind of work from you or
is the college setting it for itself?
PARTICIPANT C: Well, I think the need
is there but our very interested people in
the community does support the college
and it's a team effort. We trying to reach
back and meet the needs of those
communities that they identify. So we
enjoy very popular support in the
communities. And we're the best thing in
town and they really do support us.
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